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Purpose
The study investigates whether school achievement,
school climate, and pupil control ideology are interrelated.
Research Methods
The two lowest and two highest achieving (as measured
by GAT') elementary schools of the same low socioeconomic,
predominantly black community in an Atlanta Public School dis¬
trict were selected. Low socioeconomic status was measured
by the same number of free lunches obtained under ESEA Title I
Service. Pupil Control Ideology Form (Willower, et. al, 1967)
and Organizational Climate Descriptive Questionnaire (Halpin
and Croft, 1962) were administered to all teacher^(N=57) in
the four selected schools. The school achievement score was
attached to the PCI and OCDQ file of each teacher in the re¬
spective schools. Factor analysis was then conducted with
iii
eigrit diinensicris of OCDQ and eight dimensions of PCI and
school achievement (N=57) to detetmi^?. which dimensions of
PCI and OCDQ would be placed in the same factor with school
achievement.
Results
School achio’re. 'nt was placed alone in factor 7 indi¬
cating no relationship to the dimensions of PCI and OCDQ.
Further, Aloofness, Esprit and Thrust of OCDQ were placed
with teacher warmth of PCI in factor I. Production Emphasis
of O'CDQ was placed with sarcasm, punishment and incapable of
the PCI in II. Method of PCI was alone in factor III.
Disenga- . 'cnt Intimacy of OCDQ were placed in factor IV.
Hind, ’‘cc- of OCDQ was pi "iced with Control and Obedience of PCI
in factor V. Disipline of PCI was alone in factor VI.
Since consideration and initiation dimensions of OCDQ
doci:. n!-t match reo]'c-ti■'•ely with the humanistic and custodial,
di.mensions of PCI, these insix' 'i' ' 1 s rseed to be reconstructed
and revalidated. Additionally, the nember of free lunches is
nit an accurate measurement of social class. Hence, education
. occi’.p, tion of pa 'cnts, quality of instructional supervision,
a.rcl curriculum cont. rt, students' expectations and parental
involvement need to be examined to account for students'
achievem-enh .
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eight dimensions of OCDQ and eight dimensions of PCI and
school achievement (N=57) to determine which dimensions of
PCI and OCDQ would be placed in the same factor with school
achievement.
Results
School achievement was placed alone in factor 7 indi¬
cating no relationship to the dimensions of PCI and OCDQ.
Further, Aloofness, Esprit and Thrust of OCDQ were placed
with teacher warmth of PCI in factor I. Production Emphasis
of OCDQ was placed with sarcasm, punishment and incapable of
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Hindrance of OCDQ was placed with Control and Obedience of PCI
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^ THE RESEARCH PROBLEM
The purpose of this study was to determine if achieve¬
ment levels were related to school climate and to pupil con¬
trol ideology when applied to two low achieving and two high
achieving schools among the same low socio-economic groups in
an Urban Black community.
The main variables for investigation were: School Cli¬
mate (as measured by OCDQ) and Pupil Control Ideology (inde¬
pendent) , and School Achievement (dependent).
The study sought to examine the relationships among the
aforementioned variables through the following research ques¬
tions:
1. What is the relationship between school
achievement and school climate?
2. What is the relationship between school
achievement and Pupil Control Ideology ?
3. Will there be relationships among school
achievement, school climate, and Pupil
Control Ideology ?
Justification for the Study
Several studies on school climate have been conducted
showing relationships between achievement and school climate,
between achievement and pupil control ideology, but no study
was found which showed relationships among school achievement,
school climate and pupil control ideology.
2
In terms of school policy and administrative management
behavior, if there.is a positive relationship between school
climate and pupil control ideology, school teachers should move
toward humanistic orientation in terms of student discipline.
But, if the result is negative, administrators and teachers may
have to revise their beliefs regarding the role of humanistic
orientation.
The Context of the Problem
Poor achievement is a problem in the American Educational
system. The National Commission on Excellence in Education^
and other groups report that students appear to be learning less.
For example, comparisons made a decade or two ago, with Japanese
and American students in science and mathematics showed that
2 . .
American students did relatively poorly. Although compariing
achievements of U. S. students with those from countries with
more homogenous populations, national ministries of education, and
centralized control can be misleading, the differences are strik¬
ing enough to,compel attention to our assumptions and practices.
3 . .
Recent studies provide a grim picture of U. S. achieve-
^National Commission on Excellence in Education, a Na¬
tion at Risk, Washington, D.C., U. S. Government Printing
Office, 1983.
2
H. J. Walbert, Improving the Productivity of America's
Schools; Educational Leadership, May 1984, pp. 19-27, ASCD,
Alexandria, VA.
3
H. Stevenson, Comparisons of Japanese, Taiwanese, and
American Mathematics Achievement, Stanford, California, Center
for Advanced Study in the Behavioral Sciences, 1983.
3
ment even in the elementary grades. Stevenson has found that
in mathematics U. S. students fell farther behind the Japanese
and Taiwanese at each grade level; and, by 5th grade, the worst
Asian classes in his large sample exceeded the best American
class. Lenner^ said that illiteracy is increasing at a rapid
rate both among drop-outs and high school graduates. In 1975,
about 20% of all American 17 years-old were unable to respond
correctly to simple written questions about everyday life in
our modern society.
2
Kolesar in his study of student alienation, conceptual¬
ized that principals have an important role in the development
of climate conducive to student commitment and sense of power.
Schools with principals who were high in thrust and those
characterized by low hindrance had significantly less student
3
alienation. Lasley and Wayson have contended that a positive
school environment is not fostered by including some individ¬
uals and excluding others in solving problems. Discipline
codes in exemplary schools are developed from the input of many
students, teachers, and administrators. Students are given
^B. Lenner, "The Minimum Competence Testing Movement
Social, Scientific, and Legal Implication," American Psycholo-
gist 27 (1981): 1057-1066.
2
H. Kolesar, "An Empirical Study of Client Alienation
in Bureaucratic Organization" (Ph.D. Dissertation, University
of Alberta, 1967) .
3
T. Lasley, and W. Wayson, "Characteristics of Schools
with Good Discipline," Educational Leadership, Dec. 1982, ASCD
Alexandria, VA., pp. 28-32.
4
meaningful ways of being involved in the leadership of the
school and teachers are afforded the autonomy necessary for
developing relevant learning experiences. Denham and Lieherman^
in their study said that schools that provide opportunities for
students to learn concepts, practice skills, and experience
some degree of academic success tend to have fewer discipline
problems.
2
On the other hand. Hoy and Appleberry comparing the
most humanistic schools and the most custodial schools in terms
of their climate profiles, have said that schools with a cus¬
todial pupil-control orientation had a significantly greater
degree of disengagement, less esprit, more aloofness, and less
thrust, than those with humanistic pupil-control orientation.
Advocates of school effectiveness have contended that disci¬
pline, control structure, maintenance of order, motivation,
establishment of positive attitude toward learning, keeping
the class actively attentive to lessons, and keeping students
involved in independent activities are all a part of what ef-
3
fective classroom managers do in their classrooms. Also,
^C. Denham and Lieberman, eds., "Time to Learn,"
Washington, D.C.: National Institute of Education, 1980.
2
W. Hoy and J. Appleberry, "Teacher-Principal Relation¬
ships in 'Humanistic' and "Custodial' Elementary Schools, The
Journal of Experimental Education, Vol. 39, No..2, Winter 1970,
pp. 27-31.
3
G. Salas, et. al, "School Effectiveness: Eight Variables




Goodlad, Schiiranel and Fischer, have all said that the nature
of the custodial aspect of the school organization influences
normative and other social structures, as well as relationships
among the various members and clients of the organization. Ex¬
amples of custodial structures include norms in teacher subcul¬
ture that sustain the maintenance of social distance between
teachers and students and organizational routines which promotes
the system of rewards and punishments' associated with the rules
3 - ‘
and regulations of the school organization. Senech has con¬
tended that various innovative programs stimulated the imagina¬
tions of thousands of school teachers, but such innovations
often remained isolated and do not spread throughout the school
systems, probably because of ineffecitve leadership.
4
Decades of research and analysis by Hersey and Blanchard
on organizational effectivensss have indicated that structured
and supportive leaderships are important in determining the suc¬
cess of an organization, whether one uses these terms specific-
^J. I. Goodlad, "Can Our School Be Better?" Phi Delta
Kappan, Vol. LX Jan. 1979, pp. 342-47.
2
D. Schmmel and L. Fisher, "Discipline and Due Process
in the Schools," The Education Digest, Jan. 1978, Vol. XLIII,
No. 5, pp. 5-8.
3
Lawrence Senech, "Social Competence in Social Studies
Instruction," Education Digest, Sept. 1978, Vol. XLIV No. 1,
pp. 28-31.
4
P. Hersey and K. H. Blanchard, "Management of Organiza¬
tional Behavior: Utilizing Human Resources, 3rd Ed., Englewood
Cliffs, N. J. Prentice-Hall, 1977.
6
ally or other ones such as "consideration" and "structure" or
"person-oriented" and "institution oriented," Effective prin¬
cipals have a vision of their schools and of their role in
making that vision a reality. Vail^ incorporates this "vi¬
sion" in his concept of "purposing:" "that continuous stream
of actions by an organization's formal leadership that has the
effect of including clarity, consensus, had commitment regard¬
ing the organization's basic purposes." Vail finds that
leaders of high performing systems have strong feelings about
the attainment of the system's purpose, focus on key issues and
variables, and put in extraordinary amounts of time to achieve
their purposes.
There is increasing evidence that school are more loose¬
ly coupled than many other organizations. Systems of control
and communication are less formal and less hierarchial, and
linkages between and among the levels of the organization are
2 3looser-. Cohen/ Huff, Lake, and Schaalman, have affirmed that
the link between leadership and change suggests that if school
districts and committees are serious about supporting effec-
^P. Vail, "The Purposing of High Performing Systems"
Organizational Dynamics II, Theories of Learning and Instruc¬
tion, University of Chicago Press, Chicago, Illinois, 1964.
2
M. Cohen, "Effective Schools; Accumulating Research
Findings, American Education 18, Jan./Feb. 1982, pp. 13-16.
3
S. Huff, D. Lake, and M. Schaalman, Principal Differ¬
ences; Excellence in school leadership and management, Boston;
McBer & Company, 1982.
7
tive principals, they must be prepared for principals who may
be "boat rockers," not satisfied to keep a low profile and
maintaining the status quo. . Furthermore, to be effective,
these principals require a,measure of level autonomy. Educa¬
tors have become increasingly convinced that the characteris¬
tics of schools are important determinants of academic achieve¬
ments. To be effective, Edmond^ said "a school need not bring
all students to identical levels of mastery, but it must bring
an equal percentage of its highest and lowest social classes,
to minimum mastery." Generally, the most important determinant
of classroom atmosphere is the teacher's method of classroom ..
managements especially his or her techniques for keeping the
class actively attentive to lessons and involved in productive
2
independent activities. * j i ..
3
Brandt said that poor, and minor^ity children can learn
and will learn if adults believe in them. Successfully edu-,
eating hard-to-teach students take more than faith, but expec-,
tation — of students, and. teachers -- is the right place to
begin. Planned school actions,, where eyery professional is
certain about school's improvement targets for the year, and
^R. Edmonds, "Programs of School Improvement: An Over¬
view." Educational Leadership, 1982, pp. 4-11.
2
T. Good; and J. Brophy,Looking In Classrooms, Educa¬
tional Leadership, 1978.
3
Ron Brandt, "New Catechism for School Effectiveness:
Overview," Educational Leadership, Dec. 1982, p. 3.
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where professionals work together for their attainment, are
likely to eliminate teacher burnout and enable the staff to
perform at increasingly higher levels of productivity.^
From this perspective, this study will focus on the relation¬
ships that may exist among school climate, pupil control ideol¬
ogy, and school achievement.
Assumptions and Limitations
1. The findings are restricted to the theoretical
framework as constructed and to the hypotheses
posed.
2. The findings are specific to the population of
only four (4) Urban Black Low Socioeconomic
Status Schools.
3. The findings are limited to the Socioeconomic
Status of Schools measured in terms of free
lunch.
4. The findings are limited to the measurement of
school performance in terms of California Achieve¬
ment Test (CAT).
5. The findings are limited to two (2) low achieveing
and two (2) high achieving schools in the same
socioeconomic status as defined above. -•
6. The findings are limited to the teachers as the
statistical unit of analysis whereby school
achievement and socioeconomic status of the schools
were attached to each teacher's PCI and school cli¬
mate profile of the same school.
^K. J. Snyder, "Instructional Leadership for Produc¬
tive Schools," Educational Leadership, Feb. 1983, pp. 32-37.
CHAPTER II
REVIEW OF THE RESEARCH LITERATURE
Presented in this chapter is a section of literature
to the problems of the researcher. This literature is re¬
viewed under three areas:
(a) school climate and achievement
(b) school climate and pupil control ideology
(c) pupil control ideology and school achievement
A. School Climate and Achievement
1
Shapiro conducted a study of teachers' perception of
their school climate. To determine if there was a relation¬
ship with variation in school achievement, Shapiro adminis¬
tered the Organizational Climate Descriptive Questionnaire
(OCDQ) and Educational Work Components Study (EWCS) to 600
elementary school teachers. Six one-way analyses of variance
were utilized to determine significant difference in teachers'
perception of their school climate, but variations were not rela
ted to variations in school achievements.
2
However, Stewart in another study showed that climate
^Lawrence,Shapiro, "The Perceptions of teachers toward
Factors of Motivation to Work Who Are Grouped According to the
Way in which They Perceived the Organizational Climate in Their
School," ED.D. Dissertation, North Texas State University, 1982.
2
Wesley Stewart, "Bureaucratic Structure, Interpersonal
Climate and Student Achievement," ED.D. Dissertation, Univer¬
sity of Kansas, 1978.
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had an impact on school achievement. Stewart explored how
organizational structure and organizational climate variables
could predict school achievement. A total of 705 teachers
from 85 elementary schools completed the questionnaire. A
Structural Properties Questionnaire, designed by Bishop and
George, was used to measure Organizational Structure and the
"Profile of a school," developed by Likert, was used to mea¬
sure interpersonal climate. Variables used were: achievement
(independent), structure and climate (dependent). The study
showed a significant relationship between school climate and
school achievement at .01 level. From the result of the study,
it then follows that there is a significant relationship be¬
tween school climate and school achievement.
Williams^ conducted a study to show the relationships
that existed between principal performance and school achieve¬
ment, school climate and school achievement. Williams admin¬
istered Comprehensive Tests of Basic Skills to fifth grade
students from 23 elementary schools and also used Staff Survey
and a Climate Survey to test teachers' perception of principal
performance and school climate, respectively. The findings
showed that there was a significant relationship between prin¬
cipal performance and school achievement at .01 level. The
result of these findings indicate that relationships do exist
between school.climate and school achievement.
^J. Williams, "Principal Performance, School Climate,
and Student Achievement: A Study of Relationships," ED.D.
Dissertation, University of Colorado at Boulder, 1982.
11
Jones^ conducted a study to determine whether a rela¬
tionship existed between school environment and school
achievement. Jones administered a School Environment Ques¬
tionnaire developed by Brookbver, and 'SRA Achievement Test
Series to 984 students, 114 tea:chers, and 8 principals of
several high schools in an urban school division in Virginia.
Correlations and a series of stepwise regression analyses
were performed. The overall findings showed positive correla¬
tions between climate and achievement at the .05- significance
level. From the study, one can see that-school climate has an
impact on school achievement.
2
Mitchell attempted to examine the relationship that ex¬
isted between teachers perception on organi2ational climate
and principal's effectiveness in one-‘public schoob in Maryland.
Mitchell administered the OCDQ and the Purdue Rating Scale for'
Administration (PRSA) to 825 elementary teachers and 55 elemen¬
tary principals. A two-way analysis of variance was conducted
for data analysis. The result showed a significant relation- '
ship between teachers' perception-of organizational climate and
principal's effectiveness to achievement at .05 level. The
findings showed that relationship existed between school climate
and school achievement.
^G. Jones, "An Examination of the Relationship Between
School Environment and Student Achievement in an Urban School
Division in Virginia," ED.D. Dissertation, The College of
William and Mary in Virginia, 1982.
2
Mitchell, "Organizational Climates of Elementary,
Schools and Teachers' Perceptions of Principals' Effectiveness,"
Ph.D. Dissertation, The Catholic University of America, 1978.
12
Dickinson^ conducted a study to show a relationship
that existed between characteristics of Organizational Climate
and selected classroom learning opportunities. Dickinson ad¬
ministered the Organizational Descriptive Questionnaire (OCDQ),
and the Classroom Learning Opportunities Questionnaire (CLOQ)
to 537 teachers of 29 Metropolitan Atlanta Elementary Schools.
The Principal Component Technique and Kaiser's Rule, Canonical
Correlation and Pearson Product-Moment Correlations, were used
for data analyses. The result showed no significant relation¬
ship between school climate and classroom learning opportuni¬
ties. This does not signify that there is no possibility of
relationship existing between organizational climate and class¬
room learning opportunities, if research is conducted in another
environment with similar instruments.
2
Grant assessed the relationship that existed between the
student's perception of their school climate and school achieve¬
ment. Grant administered Val Alfen's Episode-Situation Instru¬
ment, (VESI), the School Sentiment Index (SSI) and the IOWA
Test of Basic Skills (ITBS) to 1839 students, 29 elementary
principals and teachers respectively, from 29 schools. Analy¬
sis of variance was used for data analysis. The result showed
^J. Dickinson, "Investigation of Relationships Between
Characteristics of Organizational Climates and Selected Classroom
Learning Opportunities," ED.D. Dissertation, University of Georgia,
1973.
2
W. Grant, "A Study of,the Relationships of the Selected
Factors to The Reading Achievement of Elementary School Students,
ED.D. Dissertation, Illinois State University, 1974.
II
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a relationship between students' perception of their school
climate and school achievement at .01 significant level. The
findings therefore allow us to conclude that a strong rela¬
tionship exists between school climate and school achievements,
Organ^ examined the relationship that existed between
perception of their school climate and the level of student ,
achievement. Organ administered a school environment question¬
naire to_ a 5% random sample, of Virginia Public Elementary
Schools. Demographic and Standardized test scores we.re^ obtained
for data collection. The result showed a relationship between
student perception of school climate and student achievement.
The,research findings indicate for us that a relationship exists
between school climate and school, achievement., ‘ . . ....
2
Powley attempted to appraise the extent to which the
Organizational Climate: in the.elementary School, had an effect -
on student self-concept. Powley administered the O.CDQ.to a
total number of 190 teachers and principals randomly selected .
from 12 schools,- and the Pierrsr-Harria .Scale to 650; students
from the same randomly selected schools. He used the POSS to
analyze the data. The result revealed that one principal in an
open climate was in the 20-29 age range. In the closed climate,
^C. Paul Organ, "The Relationship Between the School En¬
vironment and Student Achievement in Virginia Elementary Schools,"
Ed.D. Dissertation, The College of William and Mary in Virginia,
1981.
G. A. Powley, "The Relationship Between Organizational
Climate and Self-Concepts of Selected Elementary School Students,
Ed.D. Dissertation, Baylor University, 1978.
II
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2 principals were in the 50-59 age range, 3 principals in the
40-49 age range, 2 principals in the 30-39 age range, and 1
principal in the 20-29 age range. The overall conclusion to
be drawn is that younger principals tend to operate schools
with a more open climate; whil6 older principals tend to have
more closed climates.
Patel^ examined the extent to which the eight dimensions
of the Organizational Climate Descriptive Questionnaire (OCDQ)
were related to student achievement in the final public examina¬
tion in India. The OCDQ was administered in public, private
and parochial schools. Also, student achievement scores in
Mathematics, English, Hindi, Science, and Social Studies, were
collected from each selected school. The Pearson Correlations
and Technique of Analysis of Variance (ANOVA) were used to de¬
termine relationship between climate and achievement, and for
data analysis respectively. The findings revealed that: (1)
the degree of specific behaviors in each dimension of the cli¬
mate did not influence student achievement resulting in high
or low student score in final public examination; and (2) the
organizational climate did not serve as a criteria for high
or low achievement.
^K. Arvind Patel, "A Study of the Relationship Between
the Eight Dimensions of the Organizational Climate of Selected
Schools and Student Achievement in Five Subjects in the Final
Public Examinations in India," (ED.D. Dissertation, The George
Washington University, 1978).
15
Martin^ examined the relationship between Organization¬
al Climate and Mathematical achievement. Martin administered
the OCDQ, and California Achievement Test (CAT) to grade three
teachers, and students, and to administrators of 9 selected
schools in North Carolina. The variables tested were: Organi¬
zational climate (independent) and achievement scores (depen¬
dent) . An analysis of variance was used in conducting the
intelligence test score, as the Covariant to test the hypothe¬
ses. The result showed statistically significant F-values at
the .05 level. Further analysis by T-test revealed significant
differences between more Open and Closed schools at some grade
levels. The study did not unequivocally support the contention
that mathematical achievement and organizational climate varied
consistently at each grade level. But high subtest scores,
such as those for Esprit, did produce consistent variations.
Thus, the study does lend support to the contention that a sig¬
nificant relationship exists between organizational climate and
mathematical achievement scores.
2 ' . .
Miskel et. al., based on social information processing
theory, conducted an investigation: (1) to determine the effects
of structural and expectancy linkages on three indicators of
^M. Martin, "Organizational Climate and Student Achieve¬
ment in Mathematics," Ed.D. Dissertation, Duke University, 1983.
2
S. Bloom, D. McDonald, and G. Miskel, "Structural and
Expectancy Linkages within Schools and Organizational Effec¬
tiveness," Educational Administration Quarterly, Vol. 19,
No. 1 (Winter 1983), pp. 49-82.
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school effectiveness and (2) to assess the stability for these
relationships during a school year. The index of Organization¬
al Effectiveness (ICE) as adapted by Miskel and others, and the
intensity of Work Systems Scale (IWSS) for teachers, as devel¬
oped by Bridges and Hallinan, were administered to 1442 teach¬
ers and 890 students from 89 elementary schools, in the fall
semester and late in the spring year. The variables examined
were: Perceived Organizational Effectiveness, Job Satisfaction
and Student Attitude (dependent) and Structural Linkages, Expec¬
tancy Linkage, and demographic variables (independent). A
multiple regression analysis procedure was employed to test the
hypotheses. Correlation coefficients were used to analyze the
data. Within the three effectiveness criteria, significant
positive coefficients characterized the relationships. Two of
the three in the fall and one of the three in the spring were
significant. The coefficients were also larger in the second
data set. Generally because schools judged to be effective on
one dimension tend to be high on the other, we can infer that
linkages are positively related to the effectiveness criteria.
B. School Climate and Pupil Control Ideology
Hoy and Appleberry^ in order to test the usefulness of a
custodial-humanistic framework as an index of school climate,
used OCDQ variables to compare the most humanistic schools and
the most custodial schools in terms of their climate profiles.
^W. Hoy and J. Appleberry, Ibid., p. 4.
17
The findings showed that schools with a custodial pupil-
control orientation had a significantly greater degree of dis¬
engagement, less esprit, more aloofness, and less thrust, than
those with humanistic pupil-control orientation. In conclu¬
sion, this study shows that school climate has great impact on
pupil control ideology.
Jury^ who examined the relationship that existed between
teachers' perception of their self-actualization and Pupil
Control Icfeology administered the Personal Orientation Inventory
developed by Shostrom, and Pupil Control Ideology Form developed
by Willower et. al., measuring teachers level of self-actualiza¬
tion, and Pupil Control Ideology, respectively, to 134 elementary
teachers, in Pennsylvania. The Pearson Product-Moment correla¬
tions was used to test the hypothesis. The result showed signif¬
icant relationship at .01 level. The findings indicated that
there was a relationship between school climate and pupil control
ideology.
2
Pritchett attempted to examine the relationship between
Teacher Pupil Control Behavior and Student Attitudes toward
school. Pritchett administered the Pupil Control Behavior (POB)
Form of Helsel and Willower, and Coster's High School Student
Opinion Questionnaire (HSSOQ), part 1, to 852 students from
^Lewis E. Jury, "Teacher Self-Evaluation and Pupil Con¬
trol Ideology" Ed.D. Dissertation, The Pennsylvania State
University, 1973.
2
W. Pritchett, "The Relationship Between Teacher Pupil
Control Behavior and Student Attitudes Toward School, Ed.D.
Dissertation, The Pennsylvania State University, 1974.
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Metropolitan area secondary school. Following the computation
of PCB and HSSOQ, the result showed a great significant rela¬
tionship beyond the .001 level. The findings showed that (1)
Custodial teacher pupil control behavior is Positively related
to negative student attitudes towards school, (2) student atti¬
tudes toward teachers was dominant factors in determining stu- •
dent attitudes toward school, (3) The relatively high correla¬
tion between student attitude toward school and teacher pupil
control"behavior emphasized the importance of interpersonal' 'i
relationships in determining students' attitudes toward school.
The overall findings suggest a relationship between-school - ^ - -
climate and pupil control ideology. -
Zerla^ attempted to investigate certain relationships -
of three educational concepts' in Tennessee public high schools
(organizational climate,' innovation adoption, and the princi-^
pal's change agent style) in connection with achievement.
Zerla administered Change Agent Questionnaire (CAQ) and Organi-'
zational Climate Descriptive Questionnaire (OCDQ) on 45 students
selected randomly from 126 Tennessee Public High Schools. The
Chi-Square Test was used for analysis of data. The findings
showed linear relationship between openness of climate and to¬
tal innovation, while stronger relationships were found between
3 6
A. Francis Zerla, "Relationships of Organizational
Climate, the Change Agent Style of the Principal and the Occur¬
ence of Selected Educational Innovations in Tennessee Public
High Schools, Ph.D. Dissertation, George Peabody College for
Teachers, 1976.
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openness of climate and (a) staff development, (b) curriculum,
(c) instruction and achievement. This study indicates that a
school that has an open climate tends to have greater school
achievement. In short, a relationship exists between school
climate and school achievement.
Keadle^ investigated the possible relationships between
organizational climate in schools and selected student vari¬
ables. Keadle administered the OCDQ and IOWA Tests of Basic
Skills (ITBS), Checklist of Trait Names (CTN), and Behavior
Rating Scale (BRS) to teachers randomly selected from 24 public
elementary schools from Baltimore County, Maryland, and 766
students randomly selected from the same 24 public elementary
schools, respectively. A T-test was used to test the signifi¬
cant relationship between open climate and achievement. The
findings lead us to conclude that schools whose climates are
characterized as "open” tend to result in higher student
achievement.
2
Wippich investigated the relationship between communi¬
cation and organizational effectiveness. Wippich used a sur-
^N. Eugene Keadle, "A Study of the Relationships Between
the Perceptions of teacher of the Organizational Climate and
Selected Cognitive and hon-Cognitive variables associated with
Elementary Students," Ph.D. Dissertation, University of Maryland,
1976.
2 . .
M. Deroy Wippich, "Communication Satisfaction, Communi¬
cator Style, and Perceived Organizational Effectiveness in an
Organizational Setting," Ph.D. Dissertation, University of
Kansas, 1983.
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vey method to collect data from randomly selected teachers in
a Midwestern School district environment. He used Factor
analysis of the Communication Satisfaction Survey (CBS) to
analyze the data. The findings indicate that communication is
an effective predictor of organizational effectiveness. . Though
the research was conducted to test organizational effectiveness,
it can be modified and applied to research in school climate
and school achievement.
Schultz^ conducted a study to examine the relationships
between the perceived communication behaviors of school princi¬
pals and the perceived leadership behaviors of those principals.
Schultz administered the Audit of Administrator Communication
and the teachers form of the Profile of a School, to 885 elemen¬
tary teachers, for data collection. The Statistical procedures
2
of Maximum R and Canonical correlation were used for analyzing
2
the data. The findings showed that Maximum R analyses revealed
significant relationships between leadership and communication.
The Canonical correlation analyses revealed three canonical fac¬
tors manifesting significant relationships between the linear
functions of the four communication factors of the AAC and seven
leadership indexes of PCS. The study has revealed that leader¬
ship is a two dimensiona.1 phenomenon.
^Robert Schultz, "Principal’s Perceptions of Leadership
Behaviors Associated with School Outcomes," ED.D. Dissertation,
Hostra University, 1983.
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Raines^ investigated whether junior high school teach¬
ers' pupil control ideology and expectations for student
achievement were associated with their preferences for control
strategies when dealing with disruptive student behavior. The
variables examined included; teachers' sex, age and years of
teaching experience, students' race and socioeconomic status.
The researcher used the Pupil Control Ideology Form..by Willower
and Hoy, 1357 and the Teacher Expectations Questionnaire by Q.lagl.ia,
1980, on 227 public junior high school teachers from three
school districts in Brooklyn, New York. The Chi-Square and
gamma coefficient statistics were used to analyze the data.
The findings revealed that little association existed between
the male teachers' pupil control ideology and expectation for
student achievement. However, the result also revealed that
female teachers were humanistic in pupil control ideology,
held expectations for student achievement and selected norma¬
tive control strategies when confronted with student misbe-... _ .
havior.
2
Estef examined the relationship between pupil control
ideology and the pupil control behavior of teachers with en¬
vironmental robustness experienced by secondary school students
^Lucille Raines, "Preferred Pupil Control Strategies
Related to Selected Variables," Ph.D. Dissertation, Yeshiva
University, 1983.
3
E. Linda Estef, "Teacher Pupil Control Ideology and Be¬
havior and Classroom Environmental Robustness in the Secondary
School," ED.D. Dissertation, The Pennsylvania State University,
1979.
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students in the classroom. Estef administered the Pupil Con¬
trol Ideology (PCI) form to 88 teachers, the Pupil Control
Behavior (PCB) form to 1970 students, and the Robustness
Sematic Differential (RSD) Scale to 1955 students. The class¬
room was the unit of analysis. The mean PCI, PCB, and RSD
scores for the total sample were 58.5, 50.5, and 42.9 respec¬
tively. The Pearson Product-Moment correlation was used to
analyze the data. The result showed a significant negative
correlation of -.27 between teacher PCI and classroom robust¬
ness. Also -.72 hiimanism in teacher PCB was clearly related
to high robustness in the classroom. The conclusion showed
that, for both male and female teachers, humanism in pupil
control ideology and in pupil control behavior was associated
with high classroom environmental robustness, though the PCI
robustness relationship for females did not reach significance.
Thus, the overall findings of the study and the previous one
indicate that students tend to consider classes robust where
teachers display humanistic behavior concerning pupil control.
1 . .
Falls investigated the relationship between teachers’
perceptions of organizational climate and discipline effective¬
ness. Falls administered the OCDQ and Discipline Organiza¬
tional Effectiveness Inventory (DCEI) to a group of seventh and
eighth grade teachers (92) in Nashville-Davidson County,
^G. Thompson Falls, "Teachers' Perceptions of School
Climate As Related to Their Perceptions of Discipline Effective¬
ness," ED.D. Dissertation, Tennessee State University, 1983.
23
Tennessee. The Pearson Product-moment correlation coeffi-
ient were used to analyze the data at .05 significant level.
The result showed that there was a partial significant rela¬
tionship between teachers' perception of school climate and
discipline effectiveness; and partial rejection of all the
hypotheses since significant positive correlations existed for
five profiles. The overall study shows variations in teachers'
perception of school climate and discipline effectiveness.
Ju^ examined the relationship between students' percep¬
tions of their disciplinary/advisory teachers' pupil control
behavior and their alienation from school in junior high schools
of Taipeil. The variables examined were: sex, grade and achieve¬
ment. Ju administered the Chinese version of Heisel and
Willower's PCB Form, measuring students' perception of teacher
control behavior, and Chinese version of Kolesar's Pupil Atti¬
tude Questionnaire (PAQ), measuring students' alienation from
school, to 988 seventh and eighth grade students randomly
selected from four junior high schools in Taipeil, Republic of
China. The Self-Constructed Disaffection-from-school scale was
used to measure students' disaffection. The findings showed
that (1) perceived custodial control behavior was positively
^Jing-Ming, Jr., "Student Perceptions of Teachers' Pupil
Control Orientation and Student Alienation in Junior High
School of Taipeil, The Republic of China," ED.D. Dissertation,
University of Northern Colorado, 1983.
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related to alienation, (2) achievement was negatively related
to alienation, (3) boys were more alienated than girls; (4)
teachers' control behavior was more custodial when the stu¬
dents were more alienated or less mature.
Isome^ examined the degree to which the school climate
was related to (a) the high school principal's instrumental
supportive, and participative leadership behavior; and (b) the
condition of teacher involvement in making managerial and tech¬
nical decisions. Isome administered (a) the Charles F.
Kettering Ltd., School Climate Profile; (b) the Principal Be¬
havior Descriptive Questionnaire; (c) the Decision Involvement
Analysis Questionnaire, and (d) the Personal Data Questionnaire
to 521 teachers from thirteen high schools located in three
counties in Ohio. A multiple stepwise regression analysis was
used to test the hypothesis at .05 level. The findings showed
that (1) instrumental and supportive leadership behavior con¬
tributed significantly to the variance in Respect and Trust.
(2) Supportive leadership behavior and teacher involvement in
setting and revising goals of the school contributed signifi¬
cantly to the variance in High Morale. (3) Supportive and
participative leadership behavior and teacher involvement in
determining the administrative and organizational structure of
^M. Ellen Isome, "An Analysis of the Relationships Among
the Organizational Climate of Selected High Schools, The Princi¬
pals' Leadership Behavior, and Teacher Decision Involvement,"
ED.D. Dissertation, University of Cincinnati, 1983.
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the school, and developing procedures for reporting students
progress to parents contributed significantly to the variance
in Opportunity for Input. (4) Instrumental and supportive
leadership behavior and teacher involvement in issues of im¬
proving school-community relation, developing procedures for
student learning activities, and selecting departmental chair¬
persons contributed significantly to the variance in Contin¬
uous Academic and Social Growth. (5) Instrumental, supportive
leadership behavior and teacher involvement regarding instruc¬
tional grouping of students, contributed significantly to the
variance in Cohesiveness and Caring. (6) Instrxxmental, suppor¬
tive leadership behavior and teacher involvement regarding
instructional grouping of students, and determining grading
procedures for evaluating student progress contributed signif¬
icantly to the variance in School Renewal. (7) Instrumental,
supportive and participative leadership behavior and teacher
involvement in determining the administrative organizational
structure of the school contributed significantly to the vari¬
ance in Total Climate. The study justifies the conclusion that
relationships exist among high school principals' leadership
behavior, organizational climate and teacher decision involve¬
ment .
Lunenberg^ examined the relationship between pupil con-
^F. C. Lunenberg, "Pupil Control Ideology and Self-
Concept as a Learner," Educational Research Quarterly, Vol. 8,
No. 3, 1983, pp. 33-39.
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trol orientation of schools and the self-concept as a learner
of students. Lunenberg administered the Pupil Control Ideol¬
ogy form (PCI) to teachers and students in 35 elementary
schools, and Self-Concept as a Learner Scale (SCAL) to students
in each school. The following criteria were used in the selec¬
tion of elementary schools: Elementary schools were selected
from various types of communities: rural, town or small town,
suburban, and urban. In addition, an attempt was made to se¬
cure a diverse sample of elementary schools in terms of demo¬
graphic characteristics such as ethnic balance of students and
socio-economic level of region served. Variables examined
were: motivation, task orientation, problem solving^ and class
membership. In order to control for confounding variables be¬
tween teacher control ideology and the student's self-concept
as a learner, the school was used as the unit of analysis. Co¬
efficients of correlation between mean school custodialism
scores and mean student self-concept as a learner scores were
then computed to test the major hypotheses of the study. The
findings showed that: (1) The Pupil Control Ideology of schools
was not significantly related to Task Orientation (r=-.12), to
Problem Solving (r=-.24), or to Class Membership {r=-.15), (2)
Motivation (r=-.51) and Overall Self-Concept as a Learner
(r=-.31) were significantly related to Custodialism in Pupil
Control Ideology; and (3) Custodialism of the school was signif¬
icantly related to Motivation (r=-.42). Task Orientation (r=-
.33), Problem Solving {r=-.51). Class Membership (r=-.29), and
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Total Self-Concept as a Learner (r=-.38), In conclusion, the
findings suggest that Elementary Schools may influence self-
concept as learner in one sense but not in others.
Zielinski and Hoy^ examined the relationship between iso¬
lation and alienation in elementary schools. Fifteen elemen¬
tary schools each from six school districts randomly selected,
participated in the study. Individual elementary school teach¬
ers served as unit of analysis. The questionnaire administered
to all of the teachers in the study contained four instru¬
ments — an isolation measure, a self-estrangement scale, and
two measures of Powerlessness. Scores were computed for each
dimension of isolation by comparing the list of perceived power
holders (isolation from actual power), the list of most respec¬
ted coworkers (isolation from respected coworkers), the list
of closest friends (isolation from close friends), and the list
of people in formal position (isolation from formal authority)
with the list of interaction partners. T-tests were used to
test for significant differences between isolation and non¬
isolated elementary teachers on self-estrangement, organiza¬
tional powerlessness, and instructional powerlessness. The
research findings demonstrated that organizational powerless¬
ness and self-estrangement and instructional powerlessness
were positively correlated (r=.58, p .01), and similarly,
1
K. Hoy and E. Zielinski, "Isolation and Aleination in
Elementary Schools," Educational Administration Quarterly,
Vol. 19, No. 2, Spring 1983, pp. 27-45.
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self-estrangement and instructional powerlessness were strongly
related {r=.67, p^.Ol). In general, we can infer the greater
the degree of powerlessness, the less intrinsic pride and sense
of accomplishment elementary school teachers have in their work.
Schwartz^ examined the relationship between teacher-
principal interaction as measured by the Organizational Climate
Descriptive Questionnaire (OCDQ) and the students' perception
of the educational environment as measured by the Elementary
School Environment Survey (ESES-ll). Also investigated was the
relationship demographic variables of student population, stu¬
dent race, teacher experience, principal experience, and each
of the OCDQ and ESES-ll variables. The OCDQ was administered
to 447 randomly selected teachers in the 30 randomly selected
elementary schools in a suburban Georgia School System. The
ESES-ll was administered to 597 randomly selected 6th grade
students in the same 30 schools. The Pearson product-movement
correlation (Pearson r) was utilized to determine relationships
between 18 variables. Also, Multiple Regression procedure was
utilized to determine relationships involving the four demo¬
graphic variables and the variables of the OCDQ and ESES-ll.
The result showed that a total of 17 significant relationships
were found. Five involved relationships between demographic
variables and the OCDQ and the ESES-ll variables. In three of
^J. B. Schwartz, "The Relationships of Teacher-Principal
Social Interaction and Students' Perception of the Educational
Environment of Elementary Schools," Ph.D. Dissertation, Georgia
State University, College of Education, 1983.
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the 14 multiple regressions, the multiple correlations were
sigrtificant at the .05 level. Significant relationships were
found between teacher-principal interaction and the students'
perception of the education environment. Demographic factors
of student population, race, teacher experience, and princi¬
pal experience were important predictors of humanism, consid¬
eration and autonomy.
Sheffield^ attempted to determine the relationships be¬
tween leadership dimensions of Initiating Structure and Con¬
sideration of School principals and their attitudes toward the
management of conflict. The Rider-Coughlin Attitude Scale and
Leader Behavior Description Questionnaire were administered to
57 principals and teachers from 20 school systems in twelve
states, respectively. Pearson Correlation Matrix was used for
data analyses, while a series of T-tests were run to produce
means, standard deviations, and pooled variance estimate (value),
score for each of the three variables Attitude score. Initia¬
ting Structure score and a Consideration score. The findings
showed that no statistically significant relationships were
found that would justify the rejection of any of the five hypo¬
theses. A high correlation was found between the leadership
dimensions of Initiating Structure and Consideration, and a
^A. Carl Sheffield, "A Study of the Relationship Between
the Leadership Dimensions of Initiating Structive and Considera¬
tion of School Principals and Their Attitudes Toward Conflict
Management," Ph.D. Dissertation, Georgia Peabody College for
Teachers of Vanderbilt University, 1983.
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significant difference at the .05 level was found in the
leadership dimension of Consideration between elementary and
secondary school principals. It was concluded that there were
no significant relationships among the leadership dimensions
of Initiating Structure and Consideration of School principals
and their attitudes toward the management of conflict, and no
significant differences in the attitudes toward the management
of conflict, and no significant differences in the attitudes
toward the management of conflict between elementary and secon¬
dary school principals.
Childers^ examined the relationship between Pupil Control
Orientation (PCO) and student achievement. Childers assesses
125 teachers and principals from 65 elementary schools from the
Southwestern Union of Seventhday Adventists School System, by
using the Iowa Achievement Test for Basic Skills for PCI, and
Achievement Language, Work Study, Math and Composite, at both
4th and 8th grade levels were used to measure student achieve¬
ment. Pearson correlation coefficients were used to analyze
the data. The result showed that none of the 8 hypotheses was
supported relating humanism in PCI to achievement, though in
some instance (i.e., work study — 4th grade and composite —
4th grade) custodialism had significant (p^.05) relationships
^R. W. Childers, "The Relationship of Pupil Control Ori¬
entation to Pupil Academic Achievement," Ed.D. Dissertation,
The University of Tulsa, 1983,
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with achievement. However, the result indicated that there was
little, if any, relationship between PCI and achievement.
Seidell^ conducted a study to determine differences in-
students' perceptions of teachers* use of authority, power and
persuasion language, and to find out how such differences were
related to teachers' control attitudes and class-teacher rela¬
tionships. Seidell administered The Teachers' Control Language
Scale on 24 classes of 5th and 6th grade students, measuring
students' perceptions of teacher control language, and the Pupil
Control Ideology scale and the "Reactions to Teachers" subscale
from the quality of School Life Scale, measuring the constructs
— teacher- control attitudes and class-teacher relationship.
Significant-findings - from the study were as follows; (1) Au-“^
thority, power, and persuasion language were discrete types of
teacher- control language in the perceptions of students. (2)
Students' perceptions of teachers' use of power language was
significantly related to less positive student-teacher rela¬
tionships. (3) Students' perceptions of teachers' use of per¬
suasion language was significantly related to more positive
student-teacher relationships. (4) Teachers with more cus¬
todial control attitudes had less positive class-teacher rela¬
tionships. (5) Students' perceptions of the frequency of
^S. Lee Seidell, "Perceptions of Teachers' Control
Language, Authority, Power, and Persuasion," Ph.D. Dissertation,
University of California, Santa Barbara, 1982.
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teachers' use of the control language types were ranked —
authority (1), power (2), and persuasion (3). (6) Teachers
perceived themselves as using more authority language and less
power language than did students.
Jones, Jr.^ attempted to identify the relationships
that existed among professional educators' attitudes towards
students and school work, students' attitudes toward teachers
and school work, and the organizational climate of schools.
The study assessed attitudinal characteristics and their rela¬
tionships to open and closed climate schools including demo¬
graphic data relative to racial mix and size of the school. He
administered the Organizational Climate Description Question¬
naire to 327 professional educators from 32 secondary schools
in a metropolitan school system, administered the Minnesota
Teacher Attitude Inventory to 181 professional educators, and
administered the Minnesota Student Attitude Inventory to 589
students in the same school. Five open climate schools and
six closed climate schools were identified for all the tests
administered. T-tests were used to analyze the data. The re¬
sult showed that there were no significant differences; (1)
Between professional educa.tors' attitudes toward students and
school work; (2) Between students' attitudes toward teachers
^David Jones, Jr., "The Relationships Among Profession¬
al Educators' Attitudes, Students Attitudes and Organizational
Climate," ED.D. Dissertation, George Peabody College for Teach¬
ers of Vanderbilt University, 1983.
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and school work; (3) Between professional educators' attitudes
and students' attitudes in open climate schools; (4) Between
professional educators' attitudes and students' attitudes in
closed school climate; (5) Between school climate and racial
mix; (6) Between school climate and size of the school. Though
there were no significant differences between professional edu¬
cators' attitudes, students' attitudes and organizational cli¬
mate, professional educators in open climate schools tend toward
more positive attitudes toward students and school work than
professional educators in closed climate schools.
C. Pupil Control Ideology and School Achievement
Educational researchers have concluded that the princi¬
pal can make a difference in the quality of instruction for
students, and he is a key person for improving school effective¬
ness.
. Stone^ conducted a study examining the interaction of
principal leadership style and school situation in relation to
school achievement. She used organizational, socio-economic
and accessibility criteria to administer a test on sixty-nine
schools. Data analysis included linear, multiple and curvili¬
near regression at T-tests. The findings showed a significant
relationship between principal leadership style and school ef¬
fectiveness. In conclusion, the study signifies that a rela¬
tionship ejcists between Pupil Control Ideology and School
1
Vera Stone, "Principal's Leadership Style, Situational
Control and School Effectiveness," Ph.D. Dissertation, Univer¬




Kramer attempted to explore the relationship existing
between leadership behavior of school principal and teachers'
perception of motivational factors leading to instructional
achievement. She administered Leadership Behavior Descriptive
Questionnaire (LBDQ) and School Motivator Climate Questionnaire
(SCMQ) to 251 teachers from 27 schools. The Pearson product-
movement correlation coefficient, Chi square, and analysis of
variance, were used to test the data. The findings showed
highly significant relationship between principal's leader be¬
havior and motivational factors leading to school achievement.
The evidence in this study reveals that there is relationship
between Pupil Control Ideology and School Achievement.
2
Dixon examined the relationship which existed between
principal leadership behaviors and student reading achieve¬
ment. He administered the Diagnostic Survey for Leadership
Improvement (DSLI), and the California Assessment Program (CAP),
to grades three and six in twenty elementary schools in two
P. Ann Kramer, "Teachers' Perceptions of the Importance
of.Selected Teacher Behaviors to Pupil Learning and the Effec¬
tiveness of their Undergraduate Teacher Education Program in
Developing these Behaviors," ED.D. Dissertation, University of
Southern Mississippi, 1982.
2
Albert E. Dixon, Jr., "The Relationship of Elementary
Principal Leadership Performance to Reading Achievement of
Students in Two Counties of California," ED.D. Dissertation,
University of San Francisco, 1981.
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counties in California, measuring principal leadership and
reading achievement, respectively. The Pearson Correlation
Procedure and Multiple Regression Analysis were used for analy¬
ses of data. The result showed that greater relationship be¬
tween student achievement and principal leadership behaviors
was associated with higher achievement of both grade levels.
The findings indicate the degree of relationship that exists
between Pupil Control Ideology and School Achievement. He
examined the results of 6th, 7th and 8th graders on IOWA Test
of Basic Skills of 35 elementary schools. He also performed
a test by level of analyses of variance for 3 years in reading
and mathematics, using rank correlations to measure stability
over time and subject area. The results indicated that the
effect of the classroom teachers on student achievement test
score was significant. In conclusion, the study suggests that
school achievement has an impact on Pupil Control Ideology.
Alexander^ explored the relationship that existed be¬
tween students' achievement and the attendance of rate of pupils
attending schools in differing organizational climate. He ad¬
ministered the Organizational Climate Description Questionnaire
(OCDQ), the Metropolitan Achievement Test (MAT) and the Minnesota
Teacher Attitude Inventory Statistical Procedures (MATIS) to
^William Alexander, "Pupil Achievement, Attendance,
Rate, and Teacher Attitudes Toward Pupils in Differing Organi¬
zational Climates," ED.D. Dissertation, Northeast Louisiana
University, 1978.
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3rd=5th grade level students and teachers in the Morehouse
Parish Public School System. A three-way analysis of variance
was conducted for data analysis. The result showed that sig¬
nificant relationship existed in students' achievement and rate
of pupils attendance in their various schools. The findings
therefore indicatd that there is a strong relationship existing
between Pupil Control Ideology and School Achievement.
Peng, et. al.^ conducted a study to examine the rela¬
tionship of teacher affect with pupil achievement, as perceived
by pupils themselves. The researchers administered Likert-type
Questionnaire, measuring teacher affect, and Metropolitan
Achievement Tests, measuring reading and mathematics, to 93
pupils from three 6th grade classes and 89 pupils from three
4th grade classes, respectively in a North Carolina School Sys¬
tem. The findings showed that relationship was significant at
the .05 level only. The study shows an indication that there is
a relationship between Pupil Control Ideology and School Achieve¬
ment.
2 ' ■
Kolesar, in his study of study alienation has conceptu¬
alized that principals have an important role in the develop¬
ment of climate conducive to student commitment and sense of
power. In this study, schools with principals who were high in
^S. Peng, E. Ashburn, and B. Gray, "Teacher Affect in
Relation to Pupil Achievement," Journal of Teacher Education,




thrust and those characterized by low hindrance had signifi¬
cantly less student alienation. Principals in such schools
led through personal example; they were ready to take risk
change; they avoided burdening teachers with routine work; and
they are perceived by teachers as facilitators. From this
study, it is possible to see that there is a relationship be¬
tween School Achievement and Pupil Control Ideology.
Bemis^ conducted a multiple regression analysis of absenteeism
and custodial pupil control behavior of 801 students of a sur-
burban high school. Teachers' judgments of each students'
capability in English and mathematics were obtained, for achieve
ment purpose. Correlation coefficients and multiple R's and
multiple regression equations were computed to analyze data.
F-tests and F-ratios were used to test significance. Major
findings indicated a positive relationship between absenteeism
and custodial for freshmen (.18) sophomores (.15), and the to¬
tal population. Juniors had a positive (.14), and Seniors a
negative (.05) relationship. Overall, it was found that achieve
ment was the strongest predictor.
2
Franklin-Rier designed a research to determine if there
^M. Rose M. Bemis, "A Study of the Relationship Between
Measures of High School Student Absence and Measures of Student
Absence and Measures of Student Perception of Teachers' Pupil
Control Behavior," ED.D. Dissertation, Boston College, 1983.
2
A. Lome Franklin-Rier, "A Study of the Organizational
Climate In High Schools of the District of Columbia and the Ef¬
fect It has on Selected Variables on Students.and Teachers,"
ED.D. Dissertation, The George Washington University, 1983.
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were significant differences related to. open, versus closed-
climate high schools for (a) student test performance in read¬
ing and mathematics, (b) studentsattitudea about school, (c)
student self-concept, and (d). teacher-job-satisfaction.
Franklin-Rier administered the Organizational Climate Descrip¬
tive Questionnaire (OCDQ), the Student Opinion Inventory, the
Tennessee Self-Concept Scale, and. the Minnesota Satisfaction
Questionnaire, and Comprehensive Test-of.Basic Skills, to
schools randomly selected as part of the'District of Columbia
Public School System.
A T-test was performed'to-test differences in student -
and teacher variables in open-and closed-climate high schools,
while the Pearson product-movement correlation coefficient was
used to determine significant relationships between the differ¬
ent dimensions of teacher and principal behavior and the selec¬
ted student and teacher variable in open-and closed-climate
schools. The results showed that climate was not the most in¬
fluential factor.in determining students? performance in read- ■
ing and mathematics. Open-climate high schools' administrative
efforts to deal legitimately with students' needs and interest
were inefficacious. Open-climate high schools, however, through
their educational processes, promoted and fostered favorable
self-concept in high school students, climate was associated with
school based administrative cooperation, assistance, guidance,
and social needs satisfaction of teachers. Behavioral patterns
displayed by people in the open-and closed-climate high schools
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differed as a result of the administrative style exercised by
the administrator.
Jeffreys^ had tested the relationship that existed be¬
tween public school teacher strikes and student achievement.
Jeffreys administered the Pennsylvania Educational Quality As¬
sessment (EGA) to students in grades five, eight, and eleven
from 34 districts which had been strike free for four years
(1978-1982). Both pre and post-tests were performed. An
analysis of covariance was utilized to compare the score of the
strike and non strike buildings in the post-tests. The result
showed significantly less gain in student scores in the 5th
grade tests of Self-Esteem, Mathematics and Interest in School
and Learning, and in the 8th grade test of writing. No signif¬
icant differences were found in any test at 11th grade or in
the other tests for grade five and eight.
. 2
Lewis studied the relationship between principal's
leadership style as perceived by their teachers and standard¬
ized achievement scores of students from low-income families.
The following were investigated: (1) low-income student popu-
^L. Macomber Jeffreys, "The Relationship Between Public
School Teacher Strikes an<i Student Performance on Selected Cog=
nitive and Affective Tests of the Educational Quality Assessment
In Pennsylvania," Ph.D. Dissertation, The Pennsylvania State
University, 1983.
2
L. William Lewis, Jr., "Relationship Between Principals'
Leadership Style and Achievement Scores of Third-Grade Students
from Low-Income Families," ED.D. Dissertation, Duke University,
1983.
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lation, (2) student mobility, and (3) student.attendance. The
variables for principal's leadership were: (1) total leader¬
ship effectiveness, (2) frequency of high task behavior, (3)
effectiveness of high task behavior, (4) effectiveness in high
task, and (5) effectiveness in high relationship. The varia¬
bles examined on achievement were as follows: (1) mean normal
Curve Equivalent score converted from California Achievement
Test Total Battery Percentiles of Sample, and (2) percentage
of sample scoring below 25th percentile. The two above varia¬
bles were used on 478 third graders eligible for "free" or
"reduced price" meals which had been given in the school at
least three years. Multiple regression analyses were utilized
for data analysis." The results indicated that low income pu¬
pil's cognitive gains were significantly related to the follow¬
ing elements of principal's leadership: (1) Total leadership
effectiveness, (2) Frequency of High ilelationship behavior, (3)
Effectiveness of High Task behavior. The findings also indicated
that the principal's predominant inflTience on student achieve¬
ment was through affecting”teacher" behavior.
Anderson and Scott^examined the relationship among
teaching, methods, student characteristics and student involve¬
ment in learning. Anderson and Scott administered the Lorge-
^L. Anderson, and C. Scorr, "The Relationship Among
Teaching Methods, Student Characteristics, and Student Involve¬
ment in Learning," Journal of Teacher Education, Vol. XXIX,
May-June 1978, No. 3, pp. 52-57.
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Thorndike Intelligence test, measuring scholastic aptitude,
and Scott Academic Self-Concept Scale, measuring academic
self-concept, to 100 ninth through twelfth grade students en¬
rolled in a single suburban high school. The variables ex¬
amined were: Student involvement in learning (dependent), type
of teaching method, scholastic aptitude, and academic self-
concept (independent). By combining aptitude and self-concept,
six categories of students were formed as follows: high-APT-
high ASC, and low APT-low ASC. A one-way analysis of variance
was computed for each APT-ASC group for significant differen¬
ces in student involvement within the teaching methods for two
of the six APT-ASC groups: high APT-high ASC group; F (4,100) =
7.51, P.iil.05; and low APT-low ASC group, F (4,100) = 17.86,
P^^;:::.01. Thus, significant differences among student groups
were found in some teaching audio-visual, lecture, and seat
work), but not in others (classroom discourse, group work).
Certain methods tended to be associated with large differences
in the involvement levels of various types of students, while
other methods tended to be associated with very small differ¬
ences in involvement.
Warren^ sought to determine the relationship between the
factors which contributed to faculty morale and perceived need
deficiences of the Maslow-type needs. Warren administered a
Purdue Teacher Opinionaire, a Maslow Needs Hierarchy Instrument.
^D. Lee Warren, "S.Study of the Relationship Between
Teacher Morale and Perceived Needs Deficiency of Maslow's Needs
Hierarchy," ED.D. Dissertation, University of Missouri,
Coliimbia, 1982.
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and a personal data sheet, to 228 teachers of the Joplin R.
Vill School District. Ten factors of the Purdue Teacher
Opinionaire served as dependent variables and the perceived
need deficiency scores and demographic variables as indepen¬
dent variables. A final multiple linear regression was com¬
puted to analyze the data. The findings showed that: (1)
Lower perceived deficiency scores for security needs were asso¬
ciated with increased rapport with the principal, greater satis¬
faction with teaching, greater rapport among teachers, better
feelings regarding curriculum issues, and a higher overall
morale. (2^ .Higher perceived deficiency scores for social needs
were associated with greater rapport with the principal, greater
satisfaction with curriculum, and higher overall morale. (3)
Lower perceived deficiency scores for esteem produced greater
satisfaction with salary, teacher status, and community support
of education and a higher overall morale. (4) Lower perceived
deficiency scores of autonomy needs are associated with greater
rapport with the principal and higher overall morale. (5) Demo¬
graphic variables of level of education, grade level taught,
and years of teaching experience were significant variables af¬
fecting morale.
We see therefore, that if deficiences are related to
the morale of teachers, supervisors should assess the need of
levels of employees and be aware of the demographic varia¬
bles which affect morale.
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Peng et. al.^ examined further the relationship of
positive and negative teacher affect with pupil achievements
as perceived by pupils themselves.
The researchers administered Likert-type questionnaire
(measuring positive teacher affect) to 93 pupils from three
sixth grade classes and 89 pupils from three fourth grade clas¬
ses in a North Carolina school system. Pupils' achievement
scores, IQ scores registered a year earlier, and father's occu¬
pation (as a measure of socio-economic status) were also ob¬
tained from school records. A multiple regression technique
was used to analyze the data. The findings showed that: (1)
Positive effect had a negative relationship with pupil achieve¬
ment across groups, although the relationship was significant
at the .05 level only among low SES groups. (2) The relation¬
ship between negative teacher affect and pupil achievement was
less consistent. (3) There was an inverse relationship among
high SES groups, indicating that the higher the negative affect
measure, the lower the pupil achievement. (4) There were nega¬
tive affect scores among low SES sixth graders. For the low
SES fourth graders negative affect was related inversely with
mathematics but positively with reading scores. (5) Positive
teacher affect had an inverse relationship with pupil achieve¬
ment, and negative teacher affect had a positive relationship
with achievement.among the SES sixth graders. (6) Positive
^S. Peng and others. Ibid.
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teacher affect had a greater inverse direct relationship with
reading scores among low SES than among high SES pupils, and
the opposite was true for mathematics scores at both 4th and
6th grade levels. (7) Negative teacher affect had a greater
inverse direct relationship with achievement for low SES fourth
graders and high SES fourth graders and high SES sixth graders
than for their counter-part pupils.
The results seem to support the conclusion of Brophy
1 2
et al. and Evertson that there is little evidence to show the
importance of positive affect. The results also seem to support
3
the finding Rodin & Rodin, that teachers receiving high ratings
from pupils (presumably having high positive teacher affect
scores) are not necessarily producing higher achieving classes.
Summary
The review of the literature has evidenced that much
work ha!s been done comparing teacher and principal perceptions
on school achievement and school climate. Little or no re-
^J. E. Brophy, C. L. Coulter and others, "Classroom
Observation Scales: Stability across time and contest and rela¬
tionships with student learning gains." Journal of Educational
Psychology, 1975, No. 7, pp. 873-881.
2
C. M. Evertson, "Relationships of teacher praise and
criticism to student outcomes, paper presented at AERA annual
meeting, Washington, D.C., 1975.
3
M. Rodin and B. Rodin, "Student Evaluation of Teachers,
Science, 1972, 177, 1164-1166.
II
45
search has been geared directly to achievement, school climate
and pupil control ideology.
Hoy and Appleberry^ compared school achievement and pu-
2
pil control ideology. Wiggins analyzed the aspects of princi¬
pal performance, school achievement and school climate. It was
found that there were relatively significant correlations, as
perceived by the principal, teachers and students. The most
3
significant of the studies was by Martin who attempted to de¬
termine the relationship between organizational climate and
school achievement.
Thus, comparisons have been made between teacher and
principal perceptions on school achievement and school climate,
between school achievement and pupil control ideology, between
school climate and pupil control ideology. However, there have
been no comparisons which clearly state relations among school
achievement, school climate and pupil control ideology. This
study will focus on the relations among school achievement,
school climate and pupil control ideology.
^J. B. Appleberry, and W. K. Hoy, "The Pupil Control
Ideology of Professional Personnel in 'Open' and "Closed'
Elementary Schools," Educational Administration Quarterly,
5, 1969, 74-85.
2 . .
T. W. Wiggins, "A Comparative Investigation of Princi¬
pal Behavior and School Climate," The Journal of Educational





Focus of the Study
The purpose of this study is to determine if achieve¬
ment levels are related to school climate, and to pupil con- -
trol ideology when applied to two low achieving and two high
achieving schools among the same low socioeconomic group in
an Urban Black Community. -
The Halpin'.s Organizatioinal Climate Descriptive Ques¬
tionnaire ^consists of- eight dimensionar. i(l) Disengagement, r:
(2) Hindrance, (3), Esprit, (4) Intimacy, (5) Aloofness, (6) "
Production Emphasis, (7) Thrust-,, and (8) Consideration.
Pupil Control Ideology consists of twenty: (20.) items
which define humanistic and custodial control. It was pro¬
posed to examine how eight (8) Halpin dimensions of OCDQ would
relate to Pupil Control Ideology (PCI) and School Achievement
in four selected elementary schools in the Atlanta Public
School System. The expectation was that the consideration
items of Halpin would relate to the humanistic area of the PCI
and to school achievement; while the closed element of Halpin
would relate to the custodial area of Pupil Control Ideology




1. Low Socioeconomic Urban Black School; A school that has
a student population that is predominantly black, and has
a student population of 96% with low family income that
makes it eligible for Elementary and Secondary Education
Act (ESEA) Title I Service.
2. School Achievement; It refers to the students' scores on
the California Achievement Test (CAT). When the score is
above the 50 percentile, the achievement is high, but when
it is below 50 percentile, the achievement is low.3.Organizational Climate Description Questionnaire (OCDQ):
It refers to the set of internal characteristics that dis¬
tinguishes one school from another and influences the be¬
havior of people in it. The OCDQ items are measures of
attitudes or perception. The OCDQ has eight dimensions as
follows:i.Hindrance refers to the teachers' feeling that
the principal burdens them with routine duties,
committee demands and other requirements which
the teachers construe as unnecessary "busy work."
The teachers perceive that the principal is
hindering rather than facilitating their work.ii.Disengagement indicates that the teachers do not
work well together. They pull in different di¬
rections with respect to the task; they gripe
and bicker among themselves.iii.Aloofness refers to behavior by the principal
which is characterized as formal and imper¬
sonal. He "goes by the book" and prefers to
be guided by rules and policies rather than to
deal with the teachers in an informal, face-to-
face situation. His behavior, in brief, is uni-
versalistic rather than idiosyncratic. To main¬
tain this style, he keeps himself away from his
staff.iv.Esprit refers to morale; The teachers feel that
their social needs are being satisfied and that
they are, at the same time, enjoying a sense of
accomplishment in their job.
V. Intimacy refers to the teachers' enjoyment of
friendly social relations with each other.
This dimension describes a social-need satisfac¬
tion which is not necessarily associated with
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task-accomplishment.vi.Consideration refers to behavior by the princi¬
pal which is characterized by an inclination to
treat the teachers "hximanly" to try to do a
little something extra for them in human terms.vii.Thrust refers to the behavior by the principal
which is characterized by his evident effort in
trying to "move the organization." Thrust be¬
havior is marked not by close supervision, but
by the principal's attempt to motivate the teach¬
ers through the examples which he personally sets.viii.Production Emphasis refers to behavior by.the
'principal which is characterized by close super¬
vision of the staff. He is highly directive and
plays the role of a "straw boss." This communi¬
cation tends to go in one direction, and he is
not sensitive to feedback from the staff.
4. Pupil Control Ideology; It refers to the contrasting types
of individual ideology and the corresponding types of school
organizations that,they:seek-to rationalize and- justify. The
concern here is primarily the social beliefs^component of
climate. It.shows how school officialsview the students.
Proposed Linkages Among Variables
Conceptually - speaking, the PCI as used by Wiliower et.
2
al. has two (2) dimensions of Halpin's eight (8) dimensions of
OCDQ known as humanis-tic and custodial aspects of the school
control orientation. In justification of OCDQ, the custodial
aspect represents the closed climate of OCDQ, while the humanis¬
tic aspect represents the open climate.
^Wiliower, Eidell and Hoy, "The Schooland Pupil Control
Ideology," Penn State Studies Monograph 24, University Park,
Pennsylvania, 1967.
2
Wiliower, et. al.. Ibid.
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When schools with open and closed climates are contras¬
ted, open climates tend to be higher in esprit, thrust and
consideration and lower in disengagement, hindrance, aloofness
and production emphasis.^ The concept of openness in organi¬
zational behavior is compatible with a hixmanistic pupil control
orientation. Hoy and Appleberry have argued that humanistic
schools have (1) teachers who work well together with respect
to the teaching-learning task; (2) teachers who have high morale
and are satisfied because of their sense of task accomplishment
and fulfillment of social needs and (3) a climate marked by
openness, acceptance and authenticity. In this type of school,
teachers are motivated to work towards school achievement and
accomplishment of school goals. The school, obviously, fosters
opportunities for meaningful and authentic social relations,
3
producing students with a positive commitment to their school.
4
Maslow has suggested that the individual has to build
his/her self-esteem and to self-actualize. Open school cli¬
mates by providing an interesting, challenging and meaningful
^Don B. Croft and Andrew W. Halpin, "The Organizational
Climate of Schools," jXlidwest Administration Center, Chicago,
Illinois, 1963.
2




A. H. Maslow, "Motivation and Personality," Harper,
New York, 1954.
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work environment could facilitate individuals to build their
self-esteem and to self-actualize.
Once the teachers are given e substantial voice in de¬
termining the goals of the school, letting them serve as their
own control inspector and having them correct their own mis¬
takes, obviously would increase school productivity which would
eventually lead to higher achievement. The outcome of a human¬
istic school is that both teachers and pupils are willing to
act on their own volition to accept responsibility for their
actions. Although positive teacher-principal relations do not
necessarily lead to better cognitive results on student's
achievement tests, it is possible that when a sound new method
is introduced in an open healthy organizational climate, open¬
ness and achievement may go together.^
In contrast, the closed climate represents the custodial
pupil control orientation. In a closed school, thrust and es¬
prit are low and disengagement is high. The principal's
ineffective leadership is highlighted in close supervision.
There is lack of consideration for the faculty because the
principal is unable to provide a dynamic personal example. The
behavior of both principal and teachers in a closed climate is
not genuine because the principal is pressing for work to be
done without involving himself/herself showing how it can be
^Alan F. Brown, "Research in Organizational Dynamics;
Implications for School Administrators," Journal of Educational
Administration, No. 5, 1967, pp. 43-44.
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done. ^
Such schools produce teacher frustration and apathy.
If operating needs are frustrated, behaviors such as aggres¬
sion,apathy, withdrawal alienation results — hardly behaviors
2
which can be characterized as healthy and productive.
If teachers are dissatisfied and unhappy, they will be
less productive. Also, if teachers are highly controlled and
closely supervised by the principal, they in turn will be alien
ated towards their students. A custodial pupil control orien¬
tation provides an atmosphere that limits identification with
teachers and the school and in turn leads to a sense of alien-
3ation among students. In short, the more custodial and closed
the school climate, the greater the student"sense of aliena-
4 •
tion. It IS argued that in closed climates teachers encourage
responsiveness and participation from their Tiigh achievers,
offer them more challenges and more difficult goals to achieve,
while teachers seem to unconsciously discourage participation
1
W. K. Hoy and C. G. Miskel, Educational Administration
Theory, Research and Practice. 2nd Edition. Random House, Inc
New York, 1982, p. 190.
^A. H. Maslow, Ibid.
^W. K. Hoy and C. G, Miskel, Ibid,, p. 205,
4
M. Hartley and W, K. Hoy, "Openness of School Climate
and Alienation of High School Students," California Journal
of Education Research, 23, 1972, pp. 17-24.
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and responsiveness of slow learners.^ As a result of these
behaviors, slow students tend to become less willing to take
risks in the classroom by volunteering answers or seeking the
teacher's help. If the teacher behavior is one that does not
expect the students to learn it will eventually shape the
students' behavior. In time, students' behavior and achieve¬
ment will conform more and more closedy to the achievement and
behavior originally expected of them. Students are not all
alike physically and mentally, but they are all alike in hav-
3
ing the right to an equal opportunity to learn. Poor and
minority children can learn and will learn if adults believe
in them as equally capable to learn and give them equal oppor¬
tunity.^
The Open Climate
.The open climate depicts a situation in which the members
enjoy extremely high esprit. The teachers work well together
without bickering and griping. They are not burdened by moun¬
tains of busy work or by routine reports; the principal's
policies facilitate the teachers' accomplishment of their task
^G. Salas and others, "School Effectiveness; Eight Vari¬
ables that Make a Difference (Michigan Dept, of Education, 1984) .
2
G. Salas and others. Ibid,, p. 1.
3 .
Benjamin Bloom, All Our Children Learning, McGraw-Hill
Book Co. (N.y., 1981)
4
Ron Brandt, "The New Catechism for School Effectiveness,
Educational Leadership, (ASCD, Alexandria, Va., 1982).
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(low hindrance). On the whole, the group members enjoy
friendly relations with each other, but they apparently feel
no need for an extremely high degree of intimacy. The teach¬
ers obtain considerable job satisfaction, and are sufficiently
motivated to overcome difficulties and frustrations. They
possess the incentive to work things out and to keep the orga¬
nization "moving." Furthermore, the teachers are proud to be
associated with their school. —
The behavior of the principal represents -an appropriate
integration between his own personality and 'the role he is
required to play as principal. In this respect, his behavior
can be reviewed as genuine.^ Not only does he set an example
by working himself (high thrust) but, depending upon the situ¬
ation, he can either criticize the actions of teachers or go
out of his way to help a teacher (high consideration). He
possesses the personal flexibility to be genuine whether he be
required to control and direct activities of others or to show
compassion in satisfying the social needs of individual teach¬
ers. He is not aloof, nor are the rules and the procedures
which he sets up inflexible and impersonal. Nonetheless, the
rules and regulations that he adheres to provide him with subtle
direction and control for the teachers. He does not need to
monitor the teachers* activities closely, because the teachers
^C. Argyris, Interpersonal Competence and Organizational
Effectiveness, Homewood, Illinois; The Dorsey Press, Inc.,
1962, p. 21.
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do, indeed, produce easily and freely. He does not do all the
work himself because he has the ability to let appropriate
leadership acts emerge from the teachers (low production empha¬
sis) . Overall, he is in full control of the situation, and he
clearly provides leadership for the staff.
The Closed Climate
In the closed climate, thrust and esprit are low and
disengagement is high. The principal and teachers simply
appear to go through the raotions, with the principal stressing
routine trivia and unnecessary busy work. Virtually, the
closed climate marks a situation in which the group members ob¬
tain little satisfaction in respect to either task achievement
or social needs. To secure some sense of achievement, the ma¬
jor outlet for the teadhers is to complete a variety of reports
and to’ attend to a host of "housekeeping" duties. The princi¬
pal does not facilitate the task accomplishment of the teachers
(high hindrance). Esprit is at a nadir, reflecting low job
satisfaction in respect to both job satisfaction and social needs
satisfaction. The salient bright spot that appears to keep the
teachers in the school is that they do obtain saitsfaction from
their friendly relations with other teachers (average intimacy).
The principal is highly aloof and impersonal in control¬
ling and directing the activities of the teachers (high aloof¬
ness) . He emphasizes production and frequently says that "we
should work harder." He sets up rules and regulations about
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how things should be done, and these rules are usually arbi-'
trary (high production emphasis). But his words are hollow,
because he, himself, possesses little thrust and does not
motivate the teachers by setting a good personal example.
Essentially, what he says and what he does are two different •
things. Hence, he is not genuine in his actions. He is not
concerned with the social needs of teachers; in fact, he can
be depicted as inconsiderate (low consideration).
From all the above discussion, the fo^llowing hypotheses
are formulated:
Hypotheses
1. There will be no statistically significant rela¬
tionship between school achievement and each of
the dimensions of the OCDQ.
2. There will be no statistically significant rela¬
tionship between school achievement -and eadh of
the dimensions of the PCI.
3. In a factor analysis conducted on the eight (8)
dimensions of OCDQ and the dimensions of the PCI
and achievement, school achievement will not be
related to the other dimensions.
Research Method
The purpose of this research is to investigate through
data collection whether school achievement, school climate,
and pupil control ideology were interrelated.
The School Sample: The sample was not random. Two low achieve-
ing and two high achieving elementary schools were selected. The
schools were reasonably matched with respect to socioeconomic
status. The four were of the same low socioeconomic backgrund
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in a predominantly black community. The criterion used for
economic status was the free lunch for the students of the
four selected schools. The Achievement score was besed on the
result of the California Achievement Test of each selected
school. The two low achieving schools ha have the lowest
scores in the district while the two high achieving schools have
the highest scores in the district. The result of each individ¬
ual school enabled the researcher to divide the four schools in¬
to two high and low achieving schools.
Once the schools were selected, it was necessary to col¬
lect data from teachers in each four selected schools. The
Pupil Control Ideology Form and Halpin's Organizational Climate
Descriptive Questionnaire were administered by the researcher
to all the teachers in each school. A total number of 57
teachers in the four selected schools completed the PCI and




Operational measures of the pupil control orientation of
the school and the Halpin's eight (8) dimensions of OCDQ were
utilized to test the study's hypotheses. Pupil Control Ideol¬
ogy Form (PCI) was the instrument used to measure the Pupil
Control Ideology of schools. It consists of 20 Likert-type
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items. Responses are scored from 5 (strongly agree) to 1
(strongly disagree). The higher the overall score, the more
custodial the orientation,^ Examples of items used include; .
"A few pupils are just young hoodliams and should be treated
accordingly." "It is often necessary to remind pupils that
their status in school differs from that of teachers," and
"Pupils can be trusted to work together without supervision"
(score reversed).
In earlier research (Willower et. al.), split-half re¬
liability coefficients, in two samples, were .95 (N=170) and
.91 (N=55) with application of the Spearman-Brown formula.
Validity of the measure was supported by the principal's . ,
judgments of-certain teachers .- Teachers "judged to be most ^
custodial by their principals had significantly higher (P»C.01
using t-test procedures) PCI scores than a like number of
teachers judged to be mo§t humanistic." Further evidence of
validity was established by a comparison of PCI scores of per¬
sonnel from other schools at the same grade levels. The
Organizational Climate Descriptive Questionnaire (OCDQ) is
composed of sixty-four (64) Likert-type items which teachers
and principals may use to describe various aspects of social
interactions in their schools. By factor analysis, Halpin
^Willower and others. Ibid.
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and Croft^ identified and described eight basic characteris¬
tics of social interaction between the principal and the
teachers. Four of the characteristics refer to teacher be¬
havior; Disengagement, Hindrance, Esprit, and Intimacy; and
four describe principal behavior: Aloofness, Production-
Emphasis, Thrust, and Consideration. Further factor analysis
of school profiles led to the identification of a general open¬
ness factor. Openness scores for schools can be computed by
summing the Esprit and Thrust sub-test scores and then subtrac¬
ting the Disengagement score. Responses are scored from 5
(very frequently occurs) to 1 (never). Examples of items in¬
clude: "Extra books are available for classroom use," "Admin¬
istrative paper work is burdensome at this school," and "The
principal is easy to understand."
2 3
Findings of numerous studies by Andrew and Brown have
supported the validity and reliability of the eight OCDQ sub-
tests. For example, a major validity study was conducted
4
by Andrews, using the method of construct validity and he
^D. B. Croft, and A. W. Halpin,"The Organizational Cli¬
mate of School: "U. S. Office of Education, Research Project
(Washington, D.C., 1962): 175-176.
2
J. Andrew, "School Organizational Climate; Some Valid¬
ity Studies," Canadian Education Digest, 5:317-334, Dec, 1965.
3
R. J. Brown, Organizational Climate of Elementary Schools
Educational Research and Development Council of the Twin Cities,




-concluded the sub-tests of the OCDQ provide reasonably
valid measures of important-aspects of the school principal's
leadership in perspective of interaction with his staff."
Statistical Analysis
In order to facilitate a meaningful sample for statis¬
tical analysis, the mean PCI score for each elementary school
and the mean OCDQ. score for each elementary school were calcula¬
ted and appluded to each teacher file of the respective school.
This procedure allowed the teacher to be the unit of analysis
and, hence, for the Sample to be N=57 in all statistical analy¬
ses. Chi Square and Factor analyses were conducted with N=57
in order to test the hypotheses.
Factor Analysis of 20 Items of
Pupil Control Ideology
A factor analysis was conducted on the 20 items of the
PCI in order to examine what items would be placed on the
custodial dimensions and what items on the humanistic. The
results are shown in Table^ 3:1. As Table 3:1 indicates, the 20
items were placed in eight (8) factors. The highest factors
scores in a factor indicates that those variables are loaded
in that factor. Table' 3:11 gives a breakdown of the items ac¬
cording to the respective factor loading. An inspection of
the items indicates that Factor I can be labelled sarcasm;
Factor II, punishment: Factor III, incapable; Factor IV, dis-
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cipline; Factor V, teacher's warmth; Factor VI, control;
Factor VII, obedience; Factor. VIII, method. These factors
were used with the OCDQ factors to test the hypotheses.
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TABLE 3:1
Factor 1 Factor 2 Facror 3 Factor 4 Factor 5 Factor 6 Factor 7 Factor 8
SCllOl .00160 .14430 .12810 -.09528 -.06147 ,76998 .06720 .06293
SC1102 .04683 .04400 .59736 .23125 -.01724 ,22907 -.02400 ,03400
SC1103 .52514 -.01437 .13519 .09144 .00998 ,19545 .06591 ,13204
SC1104 .42197 -.10894 -.01322 .21966 .27849 .56551 -.00181 .20917
SC1105 .00523 .09389 .02925 .03309 -.04811 .05761 .12133 -.48631
SC1106 .06275 .00328 T.05896 .37862 .30198 .00451 .10190 -.22428
SC1107 .20038 .30031 -.08115 .21491 .07482 .30153 -.08096 -.16429
SC1108 .54416 .14471 -.15727 -.02636 .02878 .16084 .45615 ,28309
SC1109 -.04637 .11712 -.02400 .26041 -.70046 -.01224 -.05860 .03448
SClllO -.00086 .24764 ,16768 .03924 ,61653 ,13300 .07955 .21477
SCllll .06534 -.02987 .04121 .07337 ,06114 .01976 ,90237 .02987
SC1112 -.00050 .06214 .00608 .13594 -.03440 .02277 ,15107 .58900
SC1113 -.11230 .11633 .01169 .48314 ,08598 ,00172 .05522 .28857
SC1114 .06173 .47726 .58371 .07463 .06763 -,16465 .24292 .08399
SC1115 .33850 .63063 .18793 .10400 ,05801 .09910 .06167 .33647
SC1116 .34086 ,40169 .50601 -.01784 .13543 .12094 -.06498 -.15473
SC1117 .68248 .18833 .12951 .00270 -.01499 -.09852 -.00312 -.09278
SC1118 .00223 .59651 .07034 .09068 .14656 ,07379 -.02631 -.12040
SC1119 .20848 .11616 .28843 .79048 .02767 .01461 .11266 ,05611
SC1120 .23078 .05561 .44812 -17114 .42298 -.17673 -.08113 -.10421
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TABLE 3;2







marks toward a defiant
student is a good dis¬
ciplinary technique. .52514
It is justifiable to have
pupils learn facts about
a subject even if they
have no immediate applica- .54416
tion.
It is often necessary to
remind pupils that their
status.in school differs
from that of teachers.
If pupils are allowed to
use the lavatory without
getting permission the







A pupil who destroys
school materials or prop¬
erty should be severely
punished. .59651
^ Incapable (Factor (III)
Pupils are usually not
capable of solving their
problems through logical
means. .59736
SC1114 - If a pupil uses obscene
or profane language in
school it must be consid¬
ered a moral offense.
SC1116 - A few pupils are just
young hoodlums and should
be treated accordingly.
SC1120 - Pupils often misbehave to










SC1113 - Pupils can be trusted





SC1119 - Pupils cannot perceive
the difference between
democracy and.anarchy
in the classroom .79048
Teacher Warmth (Factor V)
SC1109 - Too much pupil time
is spent,on guidance
and activities and
too little on aca¬
demic preparation.
SClllO - Being; friendly with
the pupils often





SCllOl' - It is desirable to re¬
quire pupils to sit in
assigned seats during
assemblies.
SC1104 - Beginning teachers are
not likely to maintain
strict enough control
over their pupils.
SC1107 - Pupils should not be
permitted to.contr^- , ,
-diet the statements of





SCllll - It is more important for
pupils to learn to obey




SC1115 - Teachers should consider
revision of their teach¬
ing methods if these are
criticized by their
pupils.
SC1112 - Student governments are
a good "safety valve"
but should not have much
. influence on school
-.48631
policy. .58900
The Eight Dimensions of Pupil Control Ideology (PCI)
1. Sarcasm - refers to the idea of casting a remark about
students' misbehavior in the class.
2. Punishment - refers to the restricted control inflicted
on students, minimizing their movement, especially to
the restrooms and other valuable areas so as to pre¬
vent vandalism against school property.
3. Incapable - refers to the inability of pupils to control
themselves from using profane languages or from mis¬
behaving in order to provoke teachers.
4. Discipline - refers to measures taken by the administra¬
tors to promote the morale and self-concept of students
learning in school.
5. Teachers' Warmth - refers to the degree of intimacy exis¬
ting between teachers and students.
6. Control - refers to imposition of authority or rules of
conduct on students by the school authorities. Stu¬
dents are prevented from self-initiation.
7. Obedience - refers to the subjection of students to ac¬
cept orders than make decisions.
8. Method - refers to the ways teacher used to teach
students either for achievement or for failure.
CHAPTER-IV-
DATA ANALYSIS
1. Introduction: The data analysis will be divided into three
sections for testing the following hypotheses:i.Relationship between school achievement and each -
dimension of school climate as measured by the
OCDQ. -ii.Relationship between school achievement and each
dimension of humanistic and custodial orientation
of schools as measured by Pupil Control Ideology.iii.OCDQ dimensions and PCI dimensions and school
achievement.
Over-all, the data indicate that despite the view
that the concept of openness in organizational behavior is
highly compatible with humanistic pupil control, and close¬
ness is compatible with custodial pupil control, there are
no.significant relationships among school achievement,
school climate and pupil control ideology. The dimensions
involved in pupil control ideology seem to be more complex
than simply humanistic or custodial, according to Willower
et. al. Each of this dimension is not placed in the same
factor with school achievement. In short, closed control
of students may not lead to low achievement while open
climate may not lead to high achievement.
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2. The results with respect to hypothesis I: The Relation¬
ship between school achievement and each dimensions of
the OCDQ.
A series of chi-square were conducted to test hypo¬
thesis I. The results are stated in tables 4:1 to 4:8.
Table 4:1 provides data to test the relationship
between school achievement and hindrance. The null hypo¬
thesis was accepted or rejected when chi-square was higher
or less than the critical, value 26.296 at the .05 level of
significance. Since .5185 is less than 26.296, the null
hypothesis was accepted. That is to say low achieving and
high achieving schools had the same teachers distribution
range of hindrance.
Table 4:2 provides data to test the relationship
between school achievement and disengagement. The null
hypothesis was accepted or rejected when chi-square was
higher or less than the critical value 27.587 at the .05
level of significance. Since .6873 is less than 27.587,
the null hypothesis was accepted. That is to say that
low achieving and high achieving schools had the same
distribution range of teachers disengagement scores.
67
TABLE 4;1




Teachers in Teachers in
Low High
1.3-1.7 .4 (54%) . 4 (46%)
2.0-2.5 13 (48%) . . 12 (52%)
2.6-3.1 . 7 (48%) 7 (52%)
3.3-3.8 ..7.(81%) 2 (19%)
N (57) 31 ... .26
= 15.08382; P-^.05y 16 df not significant
Pearson Correlation =■-0.10857; S = .2107
68
TABLE 4:2
The relationship between schopl achievement and disengagement.
School Achievement
Disengagement
Teachers in , Teachers in
Range Low High
1.5-1.9 5 (52%) 5 (48%)
2.0-2.3 9 (62%) 7 (38%)
2.4-2.7 11 (58%) 8 (42%)
2.8-3.1 4 (50%) 5 (50%)
3.2-3.3 2 (75%) 1 (25%)
N (57) 31 26
= 14.41518; P:7.05, 17 df not significant
Pearson Correlation =.02955, S = .4136
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Table 4:3 provides data to test the relationship
between school achievement and aloofness. The null
hypothesis was accepted or rejected when chi-square was
higher or less than the critical value 23.685 at the .o5
level of significance. Since .0285 is less than 23.685,
the null hypothesis, was accepted. That is to say that
distribution range scores by teachers for aloofness are
the same in both low and high achieving schools.
Table 4:4 provides data to test the relationship
between school achievement and esprit. The null hypo¬
thesis was accepted or rejected when chi-square was high¬
er or less'than the critical value 32.671 at. the .05
level of significance'.' Since .8632 is less than 32.671,
the null hypothesis was accepted. That is to say that the
distribution range of teachers esprit scores in low and
high achieving schools are the same.
70
TABLE 4:3
The relationship between school achievement and aloofness.
School Achievement
Aloofness
Teachers in Teachers in
Range Low High
1.7-2.2 3 (25%) 7 (75%)
2.3-2.6 16 (84%) 5 (16%)
2.7-3.1 8 (48%) 12 (52%)
2.2-3.4 4 (56%) 2 (44%)
N (57) 31 26
= 25.67004; P::;>.05, 14 df not significant
Pearson Correlation = .01746, S = .4487
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TABLE 4:4
The relationship between school achievement and esprit.
-School Achievement
Esprit
Teachers in Teachers, in
Range Low
1.0-2.8 4 (71%) 3 (29%)
2.9-3.2 4 (38%) 6 (62%)
3.3-3.6 7 (52%) 6 (48%)
3.7-4.0 9 (65%) 6 (35%)
4.1-4.4 6 (71%) 3 (29%)
4.5-4.6 .1 (50%) 2 (50%)
N (57) 31 26
2
X = 14.14645; P^.05, 21 df not significant
Pearson Correlation = .00990, S = .4709
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Table 4:5 provides data to test the relationship
between school achievement and Intimacy. The null hypo¬
thesis was accepted or rejected when chi-square was
higher or less than the critical value 23.685 at the .05
level of significance. Since .7285 is less than 23.685,
the null hypothesis was accepted. That is to say that
low achieving and high achieving schools had the same
teachers distribution range of intimacy scores.
Table 4:6 provides data to test the relationship
between school achievement and consideration. The null
hypothesis was accepted or rejected when the chi-square
was higher or less than the critical value 26.296 at the
.05 level of significance. Since .3711 is less than
26.296, the null hypothesis was accepted. That is to say
that distribution range scores by teachers for considera¬
tion are the same in both low and high achieving schools.
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TABLE 4:5





1.7-2.1 6 (87.5%) 2 (12.5%)
2.2-2.7 6 (33%) 10 (67%)
2.8-3.2 15 11 (41%)
3.4-3.8 4 (80%) 3 (20%)
N (57) . .31 26;
X = 10.45135; P^.05, 14 df - not-significant
Pearson Correlation = .03411, S = .4820 '
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TABLE 4:6
The relationship between school achievement and consideration.
School Achievement
Consideration
Teachers in Teachers in
Range LdW High
2.0-2.5 5 (37.5%) 6 (52.5%)
2.6-3.1 16 (62%) 9 (38%)
3.3-3.8 6 (58%) 4 (42%)
4.0-4.5 3 (37.5%) 7 (62.5%)
4.6-4.8 1 (100%) 0 (0%)
N (57) 31 26
= 17.13132, Pp'.OS, 16 df not significant
Pearson Correlation = .06152, S =.3247
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Table 4:7 provides data to test the relationship
between school achievement and Thrust. The null hypo¬
thesis was accepted or rejected when the chi-square was
higher or less than the critical value 32.671 at the .05
level of significance.. Since .4720 is less than 32.671,
the null hypothesis was accepted. That is to say that...
low achieving and high achieving schools had the same
teachers distribution range of thrust scores.
Table 4:8 provides data to test the relationship
between school achievement and Production Emphasis. The
null hypothesis was accepted or rejected when the chi-
square was higher or less than the critical value 24.996
at the .05 level of significance. Since .4136 is less
than 24.996, the null hypothesis was accepted. That is
to say that distribution range scores by teachers for












2.4-3.0 4 (50%) 3 (50%)
3.1-3.4 2 (33%) 6 (67%)
3.5-3.8 5 (56%) 3 (44%)
4.0-4.3 8 (57%) 6 (43%)
4.4-4.7 8 (67%) 3 (33%)
4.8-5.0 4 (45%) 5 (55%)
N (57) 31 26
= 20.78803, P'77.05, 21 df not significant
Pearson Correlation = .09961, S =.2304
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TABLE 4:8





Teachers in Teachers in
■
■Low ■ “ ■ ■ High
2.1-2.5 9 (53%) 6 (47%)
2.7-3.1 13 (70%) 8 (30%)
3.2-3.5 5 (49%) 9 (51%)
3.7-4.1 4 (62.5%) 3 (37.5%)
N (57) 31 26
= 15.53491, P'7.05, 15 df not significant,
Pearson Correlation = .09981, S = .2300
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3. The results with respect to hypothesis II. The relation¬
ship between School Achievement and each dimension of
the PCI.
A series of chi-squares were conducted to test
hypothesis II. The results are stated in Tables 4;9 to
4:16.
Table 4:9 provides data to test the relationship
between school achievement and sarcasm. The pupil hypo¬
thesis was accepted or rejected when chi-square was
higher or less than the critical value of 16.919 at the
.05 level of significance. Since .7530 is less than
16.919, the null hypothesis was accepted. That is to say
that the distribution scores of teachers in low achieving
and high achieving schools are the same.
, Table 4:10 provides data to test the relationship
between school achievement and punishment. The null hypo¬
thesis was accepted or rejected when the chi-square was
higher or less than the critical value 15.507 at the .05
level of significance. Since .6445 is less than 15.507,
the null hypothesis was accepted. That is to say that the
distribution scores of teachers in low achieving and
higher achieving schools are the same.
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TABLE 4:9
The relationship between school achievement and sarcasm
School Achievement
Sarcasm
Teachers in Teachers in
Range Low High
1.3-2.2 6 (44%) 8 (56%)
2.3-3.3 21 (58%) 14 (42%)
3.6-4.0 4 (47%) 4 (53%)
N (57) 31 26
= 5.86, P :?'.05, 9 df not ;Signif leant ^
Pearson Correlation =? .04882, S - .3592
. . , , . .
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TABLE 4:10
The relationship between school achievement and punishment.
School Achievement
Punishment
Teachers in Teachers in
Range Low High
1.5-3.0 15 (44%) 15 (56%)
3.3-4.5 13 (64%) 11 (36%)
4.6-5.0 3 (100%) 0 (0%)
N (57) 31 26
Y?’ = 6.02430, V^.05, 8 df not significant
Pearson Correlation = -.16263, S - .1133
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Table 4:11 provides data to test the relationship
between School Achievement and Incapable. The null hypo
thesis was accepted or rejected when chi-square was high
er or less than the critical value of 22.362 at the .05
level of significance. Since .2500 is less than 22.362,
the null hypothesis was accepted. That is to say that
the distribution scores of teachers in low achieving and
high achieving schools are the same.
Table 4:12 provides data to test the relationship
between School Achievement and Discipline. The null
hypothesis was accepted or rejected when chi-square was
higher or less than the critical value of 15.507 at the
.05 level of significance- Since .5957 is less than 15.
507, the null hypothesis was accepted. That is to say
that the distribution scores of teachers in low achiev¬
ing and high achieving schools are the same.
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TABLE 4:11
The relationship between school achievement and incapable.
School Achievement
Incapable
Teachers in Teachers in
Range Low High
1.2-2.0 6 (58%) 9 (42%)
2.2-3.0 16 (59%) 11 (41%)
3.2-4.2 6 (65%) 5 (35%)
4.5-5.2 3 (83%) 1 (17%)
N (57) 31 26
= 15.98440, P-;7.05, 13 df not significant
Pearson Correlation = .17945, S =.0907
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TABLE 4:12
The relationship between school achievement and discipline.
School Achievement
Discipline
Teachers in Teachers in
Range Low High
2.0-3.0 19 (53%) 18 (47%)
3.3-4.3 11 (61%) 8 (39%)
4.4-5.2 1 (100%) 0 (0%)
N (57) 31 .26
= 6.46112, Pp-.05, 8 df not significant
Pearson Correlation = .11911, S = -1887
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Table 4:13 provides data to test the relationship
between School Achievement and Teacher Warmth. The null
hypothesis was accepted or rejected when chi-square was
higher or less than the critical value of 16.919 at the
.05 level of significance. Since ,5614 is less than 16.
919, the null hypothesis was accepted. That is to say
that the distribution scores of teachers in low achieving
and high achieving schools are the same.
Table 4:14 provides data to test the relationship
between School Achievement and Control. The null hypo¬
thesis was accepted or rejected when chi-square was higher
or less than the critical value of 21.026 at the .05 level
of significance. Since .3397 is less than 21.026, the null
hypothesis was accepted. That is to say that the distribu¬
tion scores of teachers in low achieving and high achieving
schools are the same.
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TABLE 4:13




Teachers in Teachers in
Range Low High
1.0-2.5 14 .(47%) 16 (53%)
3.0-4.0 16 (72%) 9 (28%)
4.5-5.0 1 (50%) 1 (50%)
N (57) 31 26
= 7.73201, P p'.OS, 9. df not significant
Pearson.Correlation = *10.603,.S ■=_v2162;
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TABLE 4;14
The relationship between school achievement and control
School Achievement
Control
Teachers in Teachers in
Rariqe Low High
1.0-1.6 4 (25%) 2 (37.5%)
2.0-3.0 11 (44%) 15 (56%)
3.3-4.3 15 (63%) 9 (37%)
4.4-4.6 1 (100%) 0 (0%)
N (57) 31 26
2
X = 13..41353, P'7'.05, 12 df not significant
Pearson Correlation = -.09844, # = .2331
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Table 4:15 provides data to test the relationship
between School Achievement and Obedience. The null hypo¬
thesis was accepted or rejected when chi-square was
higher or less than the critical value of 9.488 at the
.05 level of significance. Since .6965 is less than 9.4
88, the null hypothesis was accepted._ That_is to say that
the distribution scores of teachers in low achieving and
high achieving schools are the same.
Table 4:16 provides data to test the relationship
between School Achievement and Method. The null hypothe¬
sis was accepted or rejected when chi-square was higher
or less than the critical value of 14.067 at the .05 level
^of significance.' Since .3029 is less than 14.067, the null
hypothesis was accepted. That is to say that the distribu¬
tion scores of teachers in low achieving and high achieving
schools are the same.
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TABLE 4:15





1.0-3.0 23 (68%) 21 (32%)
3.1-4.0 8 (61.5%) 5 (38.5%)
N (57) 31 26
2
X = 2.21360, P>>’.05, 4 df not significant
Pearson Correlation = -.02688, S = .4488
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TABLE 4:16
The relationship between schopl achievement and method.
School Achievement
Method
„ , .Teachers in Teachers,in
Range ' Low High
1.0-2.5 16 (55%) 11 (45%)
3.0-4.5 15 (64%) 15 (36%)
N (57) 31 26
= 8.34872, P’7.05, 7 df not significant
Pearson Correlation = .00338, S = .4900
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4. The results with respect to hypothesis III: School
Achievement and each of the dimensions of the OCDQ and
the PCI.
The overall strategy was to conduct a factor
analysis and to determine what dimensions of the OCDQ
and the PCI will be placed in the same factor as school
achievement. The null hypothesis if no relationships
were assumed to test the hypothesis.
Results: The Seven-FactOr Rotational Solution
A factor analysis was conducted with eight (8) di¬
mensions of OCDQ, eight (8) dimensions of PCI and school
achievement. The results are shown in Table 5:1
Aloofness, Esprit, Consideration, Thrust and
Teacher Warmth secure high loading on Factor 1. Thus,
only teacher warmth was placed in this factor. This
indicates a grouping of variables towards socio-emotional
needs. On the whole one can see that the principal,
though aloof, is considerate, and he attempts to satisfy
the social needs of teachers. In this condition teachers
appear to be warm towards students.
Production Emphasis, Sarcasm, Punishment and In¬
capable secure high loading on Factor II. When the prin¬
cipal tends to lay emphasis on production, the teachers
seemed to be controlled, and, in turn, so are punishment
and sarcastic oriented acts toward students. Teachers also
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view students as incapable.
Method is the only variable that is highly loaded
in Factor III.
Disengagement and Intimacy secure high loading on
Factor IV. This means that when the principal disenga¬
ges, teachers become intimate with one another.
Hindrance, Control and Obedience secure high load¬
ing on Factor V. It seems that when teachers view prin¬
cipal as hindering them, teachers become more controlling
and also seek greater obedience from students.
Discipline is the only variable that is highly
loaded in Factor VI.
Achievement secures high loading in Factor VII. It has
no relationship with any of the individual dimensions of
school climate or any of the individual dimensions of pupil
control ideology. The result tends to support Patel's^ re¬
search findings that the degree of specific behaviors in each
dimension of the climate did not influence achievement result¬
ing in high or low student score in final public examination;






1 2 3 4 5 6 7
Ach. -0.00505 -0.31865 0.15109 0.09656 0.04725 0.51410 0.71832
Hindrance 0.47842 0.04619 0.31597 0.34612 -0.52510 -0.20403 0.04575
Disengagement 0.54327 -0.09240 0.13463 0.55305 0.04768 -0.07623 -0.09891
Aloofness 0.52469 0.16416 0.48148 0.04294 0.11676 0.03749 -0.00846
Esprit -0.78792 0.26617 0.06395 -0.13832 -0.14392 0.07223 -0.17082
Intimacy -0.17739 0.00413 -0.45752 0.68318 -0.10616 0.14648 -0.28635
Consideration -0.66717 0.44930 0.06048 0.21840 0.02980 0.00361 0.17952
Thrust -0.80812 0.40121 0.03645 -0.08699 -0.17042 -0.05648 -0.06788
Production -0.28845 0.50773 0.40268 0.44141 -0.02067 -0.02704 0.23453
Sarcasm 0.25826 0.55250 0.02196 0.21396 0.35630 -0.21554 0.13490
Punishment 0.22925 0.66245 0.27147 -0.25619 -0.18507 0.01204 0.23453
Incapable 0.40917 0.53098 -0.21156 0.02773 -0.22201 -0.09376 0.09287
Discipline 0.41787 0.30023 -0.02639 0.03788 -0.29982 0.48141 -0.23051
Teacher Warmth Q.52787 0.29845 -0.37198 -0.13380 -0.14914 0.37116 -0.01868
Control 0.38492 0.18876 -0.41649 -0.18186 0.41667 -0.35761 -0.11609
Obedience 0.03397 0.37080 0.24813 -0.02691 Q.5991Q 0.43902 -0.30071




This study investigated whether school achievement of
the same low socioeconomic Urban black schools were related
to eight (8) dimensions of Halpins OCDQ and eight (8) dimen¬
sions of PCI. To test these relationships two low achieving
and two high achieving schools of the same low socioeconomic
black schools in Urban Atlanta were selected. The two highest
achieving and the two lowest achieving school on the California
Achievement Test (CAT) was the basis of selection. Socioeconomic
Status was measured by the same number of free lunches obtained
by students in the four schools. That is, each school had a stu¬
dent population of 96% with low family income that made them
eligible for Elementary and Secondary Education Act (ESEA) Title
I Service.
All the teachers in each school were included in the
study. The average of PCI and of OCDQ scores of each school and
the school achievement value were appended to each teacher of
the respective school. There were 57 teachers as the unit of
analysis for statistical purposes.
The results indicate that there was no relationship be¬
tween school achievement and each dimension of humanistic
and custodial orientation of schools as measured by Pupil
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Control Ideology. There was also no relationship between
school achievement and, each dimension of school climate, as
measured by the Organizational Climate Descriptive Question¬
naire. In a factor analysis of the data, PCI and OCDQ
dimensions were not placed in the same factor with achievement.
Instead, school achievement stood alone.
The outcome of this result tends to support the research
findings of Brown^ that "It does not necessarily follow that
positive teacher-principal relations tend to better cognitive
results on student achievement tests." He goes on to say that
"Dynamic leadership,like other healthy organizational dynamic,
enhances the probability of institutional policies being suc¬
cessfully implemented, regardless of whether they are good or
bad. Openness cannot make a poor program good."
Explanation of the Results
It is clear from the results of this study that school
achievement is not related to individual dimension of school
climate and to individual dimension of pupil control ideology.
In order to account for the findings, the researcher observed
the four selected schools for one day each. Interviews with
teachers, principals, and students of the four selected
schools were also conducted. Below are the observations of the
^Allan F. Brown, Ibid.
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researcher.
1. It was observed that ia some classes, teachers
used terminology and concepts which students
could not possibly understand because students
, were unable to respond to questions in class.
2. The parents of high achieving students had a
higher degree of involvement than parents of
low achieving students, because parents of
high achieving students demanded reports from,
teachers concerning their children's progress.
3. The children of the high achieving schools
appeared to be better dressed than in the low
achieving schools indicating that there was
probably some differences in social class among
the schools. Hence, the number of free lunches
was probably not an accurate measurement of the
same income groups. Discussions with educators
indicate that parents self report their incomes
and, hence, have ample opportunity to-deflate
incomes in order to obtain free lunches for their
children.
4. Teachers in all the schools also appear to want
to give a good impression of themselves — in
discussions with the researcher. This could
mean that they inflated their ratings of their
principals and students.
From the above observations, it appears that some other
factors may be responsible for a school being depicted a low
achieving school, even if the school is open. Some of these
factors may be weak curriculum design, poor instructional
technology, weak instructional leadership, low parental in¬
volvement and low incomes of parents (if properly measured).
Poor and minority children learn and will learn if adults
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believe in them.^
Researchers conducting a major study in California to
identify the teaching practices related to growth in pupil
learning in 2nd and 5th grade mathematics and reading clas¬
ses reported data which gives additional support to this con¬
clusion. After studying achievement patterns among 2500
pupils from eight school districts including a range of urban,
suburban, and rural schools, they reported;
.... if a classroom organizational.struc¬
ture of a teaching performance provides for
direct instruction by the teacher, learning
will be improved. The critical problem is
not whether a teacher teaches in a group,
it is whether such teaching provides direct
instruction to pupils....
If learning is not regarded a "banking" operation in
education, as indicated by Paulo Freire, students will
surely have the chance of asking questions and discussing free¬
ly with their teachers for better understanding. Paulo Freire
has described the banking concept of education as a gift
bestowed by those who consider themselves knowledgeable upon
those whom they consider to know nothing. To justify Paulo
. 4
Freire, Harris and Seriver, in a study of disadvantaged
^Ron Brandt, Ibid.
2
Robert Havighurst & Daniel Levine, Society and Educa¬
tion, Allyn & Bacon, Inc., Boston, 1975, 5th ed. pp. 195-218.
3
Paula Freire, Pedagogy of the Oppressed Herder and
Herder, New York, 1970.
4
Gumecindo Salas, School Effectiveness; Eight Variables
that Make a difference, Mich. Dept, of Education, 1984, p. 21
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elementary students, found that higher achievement gains were
made in classes where teachers asked questions, called on
pupils for responses, and ended by providing feedback to the
students. The Texas Teacher Effectiveness Study, as reported
. 1
in the "Learning from Teaching," contrasted response opportu¬
nities in the effective high and low SES (Socioeconomic Status)
classroo. s and found that "a teacher working in an effective
high SES school ordinarily would have little difficulty in get¬
ting the answer she sought." By contrast, teachers in an
effective low SES school "often had to work to get any kind of
response at all. They had to make it clear to the students
what they expected and intended to wait for a response every
time they asked a question."
On the other hand, though climate of the school may be
conducive for learning, the principal may not have high expec¬
tations for students. Good ahcl Brophy argue that "In time,
student behavior and achievement will conform more and more
closely to the achievement and behavior originally expected
of them." This suggestion of a self-fulfilling prophecy is
confirmed in a number of other studies concerned with the
climate necessary for school improvement, Brookover, and
. 2
Gigliotti. indicate that principals who possess high expec-
^Jere Brophy and Carolyn Evertson. Learning from Teaching,
Allyn and Bacon, Inc. New York, 1976.
^W. Brookover & R. J. Gigliotti, The Learning Environment
A Comparison of High and Low Achieving Elementary Schools. Ur^
ban Education, 1975, 10, 3, 245-261.
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tations of their students and a firm belief that all their
students can master basic academic objectives tend to be
in schools that are successful or improving in terms of
achievement. Principals in effective schools place a strong
emphasis on the accomplishment of objectives. They are as¬
sertive instructional leaders who convey expectations for
the poor or any other social class subset. Fortunately, child
ren know how to learn in more ways that we know how to teach,
thus permitting great latitude in choosing instructional
strategy. The great problem in schooling is that we know how
to teach in ways that can keep some children from learning,
almost anything, and we often choose to thus proceed when
dealing with the children of the poor.
Racoitimendations
. 1. It is recommended that both the 8 Halpin's
dimensions of OCDQ and the 20 items of PCI
should be reconstructed so as to justify
adequate reports for further research that
may be conducted on this topic. This is be¬
cause the researcher suspects that nearly
all elementary schools are used to those
items and may inflate the scores to present
a good image of themselves and their schools.
2. Proper care needs to be taken with respect to
the measurement of the socioeconomic status of
parents. Accuracy in measurement is required.
3. Further research needs to be conducted on the
quality of the instructional program, supervi-
. vision of teachers on the curriculum task and
students' expectations, parental involvement
and social class, as these relate to students'
achievement.
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4. The study should be conducted with a larger
sample (more schools) as four schools in this
study are not adequate for conclusive results.
Conclusion
The fact that school achievement has no statistical re¬
lationship between each dimension of school climate and each
dimension of pupil control ideology in the four selected
schools does not necessarily follow that it cannot have rela¬
tionship with those dimensions in a larger sample. The major
limitation of this study is the smallness of the sample (only
four schools). At the same time, the question raised was that
if one selected two low achieving and two high achieving schools
as-polar opposite on a continuum, would they have different
dimensions of school climates and pupil control ideology? It
was expected that if there was variation in climates along
the continu\im it ought to be maximized at the extreme ends.
Thus, not only does the size of the sample needs to be in¬
creased but the validity of the. measurements also investiga¬
ted. Both the Helpin's and the PCI scales need not be valid
measures for today's teachers who are probably sensitive to
the issues of the scales. The measurement of the socio¬
economic level of the schools is also probably not valid.
Parents self report their income and higher income parents
might be tempted to deflate their incomes so as to obtain free
lunches for their children. Number of free lunches per school
is therefore not an accurate measure of socioeconomic status
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of schools. In addition to these issues, the nature of pa¬
rental involvement, instructional program, instructional





671 Beckwith Street, S.W.
Atlanta, Georgia 30314
Dr. Don B. Croft
Administrator Training Project
School of Education
University of New Mexico
Dear Dr. Croft:
The purpose of this letter is to ask your permission to util¬
ize the OCDQ Form (Organizational Climate Descriptive Ques¬
tionnaire) in my dissertation research for the Department of
Administration and Supervision at Atlanta University.
My study will investigate The Relationships Among School
Achievement, School Climate and Pupil Control Ideology of Low
Socioeconomic Urban Black Schools.
If permission is granted, please send me the OCDQ instrument
as well as the Scoring Key and any other pertinent information
as soon as possible.










Graduate School of Education
University Park, Pennsylvania
Dear Dr. Willower;
The purpose of this letter is to ask your permission to utilize
the PCI Form (Pupil Control Ideology) in my dissertation research
for the Department of Administration and Supervision at Atlanta
University.
My study will investigate The Relationships Among School Achieve¬
ment, School Climate.and Pupil Control Ideology of Low Socio¬
economic Urban Black Schools.
If permission is granted, please send me the PCI instrument as
well as the Scoring Key and any other pertinent information as
soon as possible.





JOSHUA AKINODE - DOCTORAL STUDENT
Atlanta University School of Education
Research on School Climates
INFORMATION
Dear Colleagues,
I am a foreign student from Nigeria. I am seeking your
help in completing this questionnaire, so as to allow
me to write my dissertation. I am on a limited budget
and I need to return home as soon as possible.
On the following pages there are a number of statements
about schools, teachers and pupils. Please record your
responses and return to me as soon as possible.
You will recognize that the statements are of such a .
nature that there are no correct or incorrect answers.
We are interested only in your frank opinion of them.
Your responses will remain confidential, and no individ¬
ual or school will be named in the report of this study.










Dear Dr. Jonas Jr.:
This is to certify that Joshua Akinode is a doctoral
student in the School of Education here at Atlanta Univer-'
sity. Mr. Akinode is from Nigeria and would like to study
the four schools identified below in order to learn of
qualities which he might find necessary for school improve¬
ment in Nigeria.
(1) Benteen Elementary School
(2) Blair Village Elementary School
(3) Gordon Elementary School
(4) Capitol View Elementary School
Attached is a copy of Mr. Akinode's research proposal
consisting of The OCDQ and PCI he is using to collect data.
As the chairperson of his dissertation committee I
would appreciate very much if you would cooperate with him
towards the success of this research. Dr. Alvin Dawson and






















at or Above National Norm
1983 1984
N % N %
Mean Normal Curve Equivalent
1983 .1984
N NCE N NCE
33 67 49 59
28 54 52 52
10 33 30 45
16 48 33 47
2 11 19 41
2 10 21 41
8 29 28 40
18 56 32 51















01 41 84 49 61
02 24 46 52 48
03 12 40 30 50
04 14 41 34 51
05 10 53 19 50
06 7 33 21 40
07 12 43 48 45
40 10 31 32 39















01 36 73 49 59
02 27 52 52 49
03 12 40 30 48
04 11 33 33 49
05 7 37 19 43
06 5 24 21 39
07 9 32 28 42





Percent at or Above National Norm Mean Normal Curve Equivalent
1983 1984 1983 1984
Grade N % N % N NCE N NCE
01 23 41 56 44
02 21 41 51 49
03 23 46 50 47
04 11 28 40 41
05 9 24 38 40
40 33 70 47 64





Percent at or Above National Norm
1983 1984








Mean Normal Curve Equivalent
1983 1984











-.. Low Achieving School
COMPOSITE
Percent at or Above National Norm Mean Normal Curve Equivalent
1983 1984 1983 1984
Grade N & N % N NCE N NCE
01 26 46 56 49
02 24 47 51 50
03 6 15 50 50
04 11 29 40 38
















01 46 74 62 61
02 24 65 37 60
03 15 56 27 55
04 32 62 52 61
05 37 86 43 69
06
07
40 47 85 54 67





Percent at or Above National Norm Mean Normal Curve Equivalent
1983 1984 1983 1984














42 76 54 68
Total















01 46 74 62 62
02 27 73 37 60
03 17 63 27 54
04 36 71 51 61
05 30 75 40 61
06
07
40 1 100 1 99















01 34 83 41 68
02 22 59 37 56
03 23 55 42 51
04 26 55 47 52
05 25 56 45 52
06
07








Percent at or Above National Norm
1983 1984










Mean Normal Curve Equivalent
1983 1984




















01 36 88 41 71
02 23 62 37 58
03 26 62 42 54
04 25 53 47 50
05 29 64 45 53
06
07







Please say how true is this of your school by circling one
the nxjmbers on the right side of each statement.
KEY: 1 = never
2 = rarely occurs
3 = sometimes occurs
4 = often occurs
5 = very frequently occurs
1. Teachers closest friends are other
faculty members at this school. 1 2 3 4
2 . The mannerisms of teachers at this
school are annoying 1 2 3 4
3. Teachers spend time after school
with students who have individual
problems. 1 2 3 4
4. Instructions for the operation of
teaching aids are available. 1 2 3 4
5. Teachers invite other faculty mem¬
bers to visit them at home. 1 2 3 4
6. There is a minority group of teach¬
ers who always oppose the majority. 1 2 3 4
7. Extra books are available for class¬
room use. 1 2 3 4
8. Sufficient time is given to prepare
administrative reports. 1 2 3 4
9. Teachers know the family background
of other faculty members. 1 2 3 4
10. Teachers exert group pressure on
non-conforming faculty members 1 2 3 4
11. In faculty meetings, there is the














KEY; 1 = never
2 = rarely occurs
3 = sometimes occurs
4 = often occurs
5 = very frequently occurs
12. Administrative paperwork is burden¬
some at this school. 1 2 3 4
13. Teachers talk about their personal
life to other faculty members. 1 2 3 4
14. Teachers seek special favors from
the principal. 1 2 3 4
15. School supplies are readily avail¬
able for use in paper work. 1 2 3 4
16. Student progress reports require
too much work. 1 2 3 4
17. Teachers have fun socializing
together during school time 1 2 3 4
18. Teachers interrupt other faculty
members who are talking in staff
meetings. 1 2 3 4
19. Most of the teachers here accept
the faults of their colleagues. 1 2 3 4
20. Teachers have too many committee
requirements. 1 2 3 4
21. There is considerable laughter
when teachers gather informally 1 2 3 4
22. Teachers ask nonsensical questions
in faculty meetings. 1 2 3 4
23. Custodial Service is available
when needed. 1 2 3 4
24. Routine duties interfere with the
job of teaching 1 2 3 4
25. Teachers prepare administrative
















KEY: 1 = never
2 = rarely occurs
3 = sometimes occurs
4 = often occurs
5 = very frequently occurs
26. Teachers ramble when they talk
in faculty meetings. 1 2 3 4
27. Teachers at this school show
much school spirit. 1 2 3 4
28. The principal goes out of his
way to help teachers. 1 2 3 4
29. The.principal helps teachers
solve personal problems. 1 2 3 4
30. Teachers at this school stay by
themselves. 1 2 3 4
31. The teachers accomplish their work
with great vim, vigor, and pleasure. 1 2 3 4
32. The principal sets an example by
working hard himself. 1 2 3 4
33. The principal does personal favors
for teachers. 1 2 3 4
34. Teachers eat lunch by themselves
in their own classrooms. 1 2 3 4
35. The morale of the teachers is high. 1 2 3 4
36. The principal uses constructive
criticism. 1 2 3 4
37. The principal stays after school
to help teadhers finish their work. 1 2 3 4
38. Teachers socialize together in
small select groups. 1 2 3 4
39. The principal makes all class
scheduling decisions. 1 2 3 4
40. Teachers are contacted by the

















KEY; 1 = never
2 = rarely occurs
3 = sometimes occurs
4 = often occurs
5 = very frequently occurs
41. The principal is well prepared
when he speaks at school func¬
tions . 1 2 3 4
42. The principal helps staff members
settle minor differences. 1 2 3 4
43. Teachers leave the grounds during
the school day. 1 2 3 4
44. The principal schedules the work
for the teachers. 1 2 3 4
45. The principal insures that teach¬
ers work to their full capacity. 1 2 3 4
46. Teachers help select which courses
will be taught. 1 2 3 4
47. The principal corrects teachers'
mistakes. 1 2 3 4
48. The principal talks a great deal. 1 2 3 4
49. The principal explains his reasons
for criticism to teachers. 1 2 3 4
50. The principal tries to get better
salaries for teachers. 1 2 3 4
51. Extra duty for teadhers is posted
conspicuously. 1 2 3 4
52. The rules set by the principal are
never questioned. 1 2 3 4
53. The principal looks out for the
personal welfare of teachers. 1 2 3 4
•in School, secretarial service is
















KEY; 1 - never
2 = rarely occurs
3 - sometimes occurs
4 = often occurs
5 = very frequently occurs
55. The principal runs the faculty
meeting like a business conference 1 2 3 4 5
56. The principal is in the building
before teachers arrive. 1 2 3 4 5
57. Teachers work together preparing
administrative reports. 1 2 3 4 5
58. Faculty meetings are mainly
principal-report meetings 1 2 3 4 5
59. Faculty meetings are organized
according to a tight agenda. 1 2 3 4 5
60. The principal tells teachers of
new ideas he has run across. 1 2 3 4 5
61. Teachers talk about leaving the
school system. 1 2 3 4 5
62. The principal checks the subject
matter ability of teachers. 1 2 3 4 5
63. The principal is easy to under¬
stand. 1 2 3 4 5
64. Teachers are informed of the re¬
sults of a Supervisor's visit. 1 2 3 4 5
SECTION II
INSTRUCTIONS: Following are twenty statements about schools,
teachers, and pupils. Please indicate your personal opinion
about each statement circling the appropriate response at the
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1. It is desirable to require pupils to sit
in assigned seats during assemblies
SA A U D SD
2. Pupils are usually not capable of solving SA A U D SD
their problems through logical reasoning.
3. Directing sarcastic remarks toward a de- SA A U D SD
fiant pupil is a good disciplinary
technique.
4. Beginning teachers are not likely to main- SA A U D SD
tain strict enough control over their
pupils.
5. Teachers should consider revision of
their teaching methods if these are
criticized by their pupils.
6. The best principals give unquestioning
support to teachers in disciplining
pupils.
7. Pupils should not be permitted to con¬
tradict the statements of a teacher in
class.
SA A U D SD
SA A U D SD
SA A U D SD
8. It is justifiable to have pupils learn SA A U D SD
many facts about a subject even if they
have no immediate application.
Too much pupil time is spent on guidance SA A U D SD




10. Being friendly, with pupils often lead
them to become too familiar.
11. It is more important for pupils to
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SA A D D SD12.Student governments are a good "safety SA A U D SD
valve" but should not have much influ¬
ence on school policy.13.Pupils can be trusted to work together
without supervision.
SA A U D SD
14. If a pupil uses obscene or profane
language in school, it must be consid¬
ered a moral offense.
SA A U D SD
15. If pupils are allowed to use the lava¬
tory without getting permission, this
privilege will be abused.
SA A U D SD
16. A few pupils are just young hoodlums
and should be treated accordingly.
SA A U D SD
17. It is often necessary to remind pupils
that their status in school differs
from that of teachers.
SA A U D SD
18. A pupil who destroys school material
or property should be severely punished.
SA A U D SD
19. Pupils cannot perceive the difference
between democracy and anarchy in the
classroom.
SA A U D SD
20. Pupils often misbehave in order to make
the teacher look bad.
SA A U D SD
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